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This study investigated selected aspects of teacher personality, 
teacher self concept, teacher creativity, and teacher perception of the 
ideal pupil. Attention was given to determining the nature and degree 
of the relationship between personality, self concept, creativity and 
perception of the ideal pupil among elementary school teachers.
Procedure
The research was conducted in the Great Palls, Montana Public 
Schools during the school years 1971-72 and 1972-73. The sample 
included elementary teachers completing two or more of the instru­
ments used in the study, participating in a Title III, PACE project 
in-service program.
The follox-zing three research questions were proposed and
treated:
1. Are there significant relationships between teacher per­
sonality factors and teacher self concept?
2. Are there significant relationships between teacher per­
sonality factors and teacher creativity?
3. Are there significant relationships between teacher per­
sonality factors and teacher perception of the ideal pupil?
The subjects included in the analysis of data consisted of 160 
elementary school teachers.
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Teacher personality was measured x?ith the Sixteen Personality 
Factor Questionnaire (16PF). Teacher self concept was measured x̂ ith 
the Tennessee Self Concept Scale (TSC). Teacher creativity was mea­
sured with the What Kind of Person Are You? Test (WKP). Teacher per­
ception of the ideal pupil was measured xjith the Ideal Pupil Check­
list (IPC).
The statistical procedures used included the canonical corre­
lation and multiple regression analysis. The .05 and .01 significance 
levels x-rere used in the interpretation and evaluation of the findings.
Conclusions
In summary, the following major conclusions emerged from this 
investigation:
1. Five teacher personality-teacher self concept behavior pat­
terns were identified, each of which could account for a different 
teacher personality.
a. The apprehensive, sober, shy, and somewhat assertive 
teacher would be satisfied x<rith hox* he sees himself, 
his behavior and his basic identity. He xtfould not be 
satisfied xdlth hoxtf he perceiyes his moral worth.
b. The happy-go-lucky, affected by feeling, less integrated, 
yet conservative teacher xrould not be satisfied with him­
self and have low feelings about his basic identity, yet, 
feel good about his personal xrorth, his relationships
. with others, his moral worth, and have feelings of ade­










The conscientious though less integrated teacher would 
be satisfied with his perception of himself, his basic 
identity, and the way he behaves, though not with his 
social interaction with other people and his moral xtrorth. 
The apprehensive though tranquil teacher has low self 
acceptance, does not like the way he functions and does 
not feel good about his basic identity.
The more intelligent, shy, assertive, and tough-minded 
teacher feels good about his moral worth, his social 
interaction with other people, and his value as a family 
member but is not pleased with his perception of hot-/ he 
functions, his basic identity or self acceptance.
It would appear that those teachers who score high on crea- 
ng abilities tend to be more submissive, practical, conser- 
up-dependent, conscientious, shrewd, apprehensive, and con- 
n their teacher peers.
It would appear that those teachers who score high, on 





FORMULATION AND DEFINITION OF THE PROBLEM 
Background
Interest in teacher effectiveness has been growing for more
than seventy five years in this country. Morsh and Wilder (1954)
report that, to the best of their knowledge, the first rating form
for teachers was used in Milwaukee in 1896. They also report that
one of the earliest attempts to quantify teacher behavior occurred
in 1910. But years later Barr et al. (1953, p. 657) state:
The simple fact of the matter is that, after 40 years of 
research on teacher effectiveness during which a vast num­
ber of studies have been carried out, one can point to few 
outcomes that a superintendent of schools can safely 
employ,in hiring a teacher or granting him tenure, that 
an agency can employ in certifying teachers or that a 
teacher education faculty can employ in planning or 
improving teacher education programs.
Various writers have attempted a review of educational research 
relating to teacher effectiveness. One of the earlier summaries was 
compiled by Barr (1948). Barr called for a better definition of the 
kinds of teachers needed for specific purposes and situations. He 
proposed that more adequate record systems and fact finding were 
needed. More information is needed about how traits, competencies, 
and behavior controls function to make a good teacher. He was also 
concerned about misuses of statistical techniques and the need for 
more reliable means of evaluating our ongoing programs. One hundred
1
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thirty-eight studies were included in his summary. Barr (1948, p. 223) 
concludes:
Little research has been devoted to differential predic­
tion. Differences in the requirements for efficiency in 
different subjects, grades, and school community situa­
tions remain yet, by and large, for future investigation.
Barr (1940, 1943, 1946, 1949, 1952), Barr, Eustice and Noe (1955),
Barr and Jones (1958), and Barr et al. (1961) have presented articles
relating to the measurement and prediction of teacher effectiveness
every three years in the journal Review of Educational Research. Barr,
Eustice, and Noe (1955, p. 266) state:
The search continues for a single generalized pattern of 
qualities or behaviors that characterize good teachers, 
notwithstanding the possibility that differential studies 
of teachers teaching different subjects to different sorts 
of pupils, under different conditions, and for different 
purposes might prove worthwhile.
Barr and Jones (1958, p. 261) further lament:
While an immense amount of time and thought have been given 
to the criteria of teacher efficiency, researchers continue 
to find low correlations among the more important sources of 
criteria such as supervisory ratings, measures of pupil 
growth and achievement, pupil evaluations, and teacher 
tests of what are thought to be fundamental knowledge, 
attitudes and skills.
Domas and Tiedman (1950) completed an impressive bibliography 
with 1006 entries, 672 of which x̂ ere annotated. A classification sys­
tem at the end of the publication makes the work more useable. No 
value judgements were made. The authors reported the ideas and 
results of the studies in their annotation.
Sanford and Trump (1950, pp. 1394-1395) in the 1950 Encyclopedia 
of Educational Research state:
Research studies do not point to a scientific basis for pre­
service selection of teachers. A valid and reliable crite­
rion of teaching success has not been found, the factors
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conditioning success in teaching are not definitely known, 
and a satisfactory technique of investigation for applying 
the criterion and the factors has not been formulated. At 
present the best criterion of teaching success is the judge­
ment of experts, although pupil achievement is more nearly 
ideal; the most important factors are personality, scholar­
ship, and intelligence; marks earned in practice teaching 
correlate more highly with success in the field than any 
other marks earned.
Castetter, Standlee, and Fattu (1954) compiled a 208 item anno­
tated bibliography including a comprehensive summary index to the refer­
ences. They report a relatively high level of interest in the study of 
teacher effectiveness since the extensive reviexre of Barr (1948) and 
Domas and Tiedman (1950). They (1954, p. 17) report the following, 
however:
. . . researchers have gone on much as before: utilizing 
existing or locally designed rating scales, observational 
check lists, and questionnaires in relatively isolated 
studies. There is some basis, then, for the undercurrent 
of feeling that researchers studying the problem of teacher 
effectiveness are no closer to the core of the problem than 
they were two decades ago.
Morsh and Wilder (1954) reviewed quantitative teacher effective­
ness studies completed during the years 1900-1952. Though the study was 
done for the Air Force, it included, primarily, review of research in 
civilian schools and colleges. Over 900 references were examined, 364 
of which were included in the study. They also list 28 reviews of 
bibliographies consulted in writing the manuscript.
They conclude that rating scales do not identify the signifi­
cant items for teacher effectiveness, that systematic observation tech­
niques have been neglected, and that residual student gain appears to 
offer one of the best criteria yet used.
In their summary of predictor variables they found amount of 
education, socioeconomic status, sex, and marital status to be
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unimportant. Slight relationships were indicated between intelligence 
and rated success; and tests of professional information and superior 
ratings, but not between tests of professional information and pupil 
gain. Low positive relationships were found between on-the-job per­
formance and earlier scholarship; extracurricular activities as a stu­
dent and instructor effectiveness; and attitude toward teachers and 
teaching and pupil gains. The chief cause of failure was maintenance 
of discipline and lack of cooperation. They also state that it appears 
that rated effectiveness increases rapidly at first, then more slowly 
to five years or beyond, levels off the next fifteen to twenty years 
and then declines.
An annotated bibliography of 99 entries was compiled by Watters 
(1954) to include articles published in the area of teacher competence 
since the Domas and Tiedman (1950) bibliography. Articles included in 
the Watters bibliography covered the span from 1949 to March, 1953.
Value judgements were not made. A very good classification index was 
included following the annotated entries.
Tomlinson (1955a) briefly reviewed the research in teacher eval­
uation prior to 1930. He found the trends to be only roughly distin­
guishable. The earliest efforts were concerned mainly with the collec­
tion and organization of opinions as to the qualities of successful 
teachers and the causes of teacher failure. Between 1910 and 1920 
there were attempts to perfect rating scales and other observational 
devices. Much of the research of the 1920’s was directed toxjard 
locating single factors or combinations of factors which would 
reliably predict teacher success.
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Tomlinson (1955b) also reviewed more recent studies in the eval­
uation of teaching. He was concerned with the validity of the criterion 
used, however, he (1955b, p. 186) reports, "there is evidence to indi­
cate that studies done under similar conditions give similar results, 
and that subjectively and objectively measured variables used in com­
bination offer more accurate predictions."
An article in the 1960 Encyclopedia of Educational Research was 
of noted interest. Mitzel (1960, p. 1485), in the section titled 
"Criteria of Teacher Effectiveness," makes the following recommenda­
tions :
We need much precise, painstaking research in teacher effective­
ness oriented toward a variety of educational goals in a variety 
of educational situations. We need research in field situations 
(functioning classrooms) with massive samples of teachers and 
students. We need research in laboratory situations . . . with 
small samples and careful control over experimental learning con­
ditions. Perhaps most of all we need a comprehensive theory of 
teacher behavior and learning to channel the research efforts 
that undoubtedly will be undertaken. A comparison of contempo­
rary teacher competence research xdlth that engaged in forty 
years ago suggests that little progress has been made toward 
theory formulation.
Ryans (1960b, p. 1489), in his section of the 1960 Encyclopedia 
of Educational Research entitled "Prediction of Teacher Effectiveness,"
generalizes:
Understanding of teacher behavior and of the problem of teacher 
effectiveness and its prediction have proceeded sloxrly. Rela­
tively little attention has been devoted to systematic theory, 
and many of the investigations reported appear to have been under­
taken X'i'ith blunderbuss motivation and with little attempt to 
relate them to other research or to a theoretical background. 
Indeed, it seems quite probable that the paucity of dependable 
knox^ledge of contributors to teacher effectiveness is related 
to the fact that so little attention has been devoted to theory 
development, thus restricting the generation of hypotheses.
Fattu (1962, p. 26) states: "The attempts to identify charac­
teristics of successful and unsuccessful instructors by making lists
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of traits based on opinion . . . appear largely sterile in terms of 
usability for evaluation or selective purposes."
Getzels and Jackson (1963) present a bibliography and discussion 
related to the personal qualities of teachers, focus of the study was 
work from 1950 until the writing of their manuscript. The xrork is orga­
nized under attitudes; values, interests, favored activities; adjustment, 
needs; personality factors; projective techniques; and a brief account 
of research dealing with the cognitive abilities of teachers. They 
(1963, p. 574) summarize as follows:
Despite the critical importance of the problem and a half- 
century of prodigious research, effort, very little is known 
for certain about the nature and measurement of teacher per­
sonality, or about the relation between teacher personality 
and teaching effectiveness. The regrettable fact is that 
many of the studies so far have not produced significant 
results. Many others have produced only pedestrian findings.
Gage (1965, pp. 87-88), though claiming no attempt at adequate
documentation, defense, or qualification, presents a brief summary of
desirable teacher behaviors as follows:
1. Warmth. Good teachers, especially at the elementary grade 
levels, tend to be warm persons and to behave warmly toward 
pupils.
2. Cognitive organization. Good teachers tend to behave in 
ways that reflect a clear and valid cognitive organization 
of the subject matter or discipline they are attempting to 
teach.
3. Orderliness. Good teachers tend to be orderly, systematic, 
and business-like.
4. Indirectness. Good teachers tend more often than others to 
influence pupils indirectly, through asking questions and 
othsrxtfise evoking participation in classroom activity on 
the part of pupils.
5. Ability to solve Instructional problems. Good teachers 
tend to have greater ability to solve problems requiring 
technical knowledge of teaching methods
Flanders (1969, p. 1423) is more optimistic. He states:
The research which is reviexc'ed herein permits cautious optimism 
and indicates that the tools long needed for the analysis of 
the teaching-learning process are gradually being developed.
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In the past decade . . . research has begun to relate certain 
teacher behaviors to specific consequences in the climate of 
the classroom and in the academic achievement of pupils.
Statement of the Problem
The purpose of this study was to investigate the nature and 
degree of the relationship between teacher personality and a measure 
of self concept. Also considered was the relationship between teacher 
personality and creativity and the relationship between teacher person­
ality and his perception of the ideal pupil. Field research involved 
educators in Great Falls, Montana during the school years 1971-72 and 
1972-73.
Definition of Terms
Personality. Personality is the totality of human behavior. 
Cattell (1950, 1964) defines personality to be "that which permits 
prediction of individual differences— freed of intraindividual vari­
ation— of response in a defined situation." Personality, then, is 
all that a person is.
Personality factor.— A personality factor is defined by Cattell 
(1965, p. 369) as "an underlying influence responsible for part of the 
variability of a number of behavioural manifestations. Therefore, an 
influence in behaviour which is relatively independent of other influ­
ences and of a unitary nature."
Self Concept. Self concept can be defined as those perceptions, 
beliefs, feelings, attitudes, and values which the individual views as 
describing himself. A person has many selves— hox? he perceives himself 
as a family member, his basic identity, his physical appearance, his 
relationship to others, and more.
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Creativity. Creativity can be defined as the ability to form 
new relationships, to exhibit uniqueness and diversity, and to tolerate 
complexity.
Delimitations
The following comprise delimitations of the problem under 
investigation:
1. The field study was limited to educators employed in 
Great Falls, Montana, participating in a "Program for 
Advanced Children's Education" (PACE) project funded by 
Title III during the 1971-72 and 1972-73 school years.
2. Only those educators completing two or more tests were 
included in the study.
Limitations
1. The findings of this study were limited by the reliability 
and yalidity of the instrument used to measure personality, 
namely, Cattell's Sixteen Personality Factor Questionnaire 
(16PF).
2. The findings of this study were limited by the reliability 
and yalidity of the instrument used to measure self concept, 
namely, Fitts' Tennessee Self Concept Scale (TSC).
3. The findings of this study were limited by the reliability 
and validity of the instrument used to measure teacher crea­
tivity, namely, Torrance's What Kind of Person Are You?
Test (WKP).
4. The findings of this study were limited by the reliability 
and validity of the instrument used to measure teacher
9
perception of the ideal pupil, namely, Torrance's Ideal 
Pupil Checklist (IPC).
Significance of the Study
This study is based on several general putative theories. The 
literature strongly supports the theory that a teacher should be a good 
person, that whatever personality traits are normal or "good" for the 
general population, a teacher will be more so. Another theory relates 
to self concept and the effect of significant others. A teacher with 
a good self concept, should, theoretically, be more accepting of others 
and, therefore, especially in the elementary school, be a more positive 
influence. Another theory alluded to in this study was that in order 
for a teacher to accept and encourage a creative child, he, too, must 
be creative.
This study had several potential values. Perhaps certain pat­
terns of personality factors of classroom teachers could be demonstrated 
to correlate significantly with self concept dimensions. Perhaps a rela­
tionship between the self concept of teachers could be documented through 
review of the literature to be directly correlated with the self concept 
of students, pupil gain, or other measures of teacher effectiveness. If 
personality factor patterns of teachers could be found that correlate 
significantly with high teacher creativity scores, perhaps these same 
personality factor patterns would correlate significantly with teacher 
acceptance of the creative child. Third, if significant relationships 
were discovered between these presage variables, it is possible that 
certain tests or portions of tests could serve as selection devices 
to secure teachers for specific purposes and/or situations.
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Research. Questions
In this study the present writer has endeavored to answer the 
following research questions:
1. Are there significant relationships bett\reen teacher 
personality factors and teacher self concept?
2. Are there significant relationships between teacher 
personality factors and teacher creativity?
3. Are there significant relationships between teacher 
personality factors and teacher perception of the 
ideal pupil?
Organization of the. Study
The remainder of this investigation is organized in the fol­
lowing manner: Chapter II contains a review of the literature related 
to personality traits, personality traits as related to self concept, 
and personality traits as related to creativity. Chapter III presents 
a description of the research population, instruments, and statistical 
treatment employed in this study. Chapter IV reports the findings of 
the study and the results of the statistical analysis. Chapter V is 
composed of a discussion of the conclusions which can be drawn from 
the study and their implications for future action.
CHAPTER II
REVIEW OF RELATED RESEARCH
A survey of related research and literature was undertaken to 
determine what had been theorized and investigated in the area of 
teacher personality, self concept, and creativity. Consideration was 
given to the following areas:
A. Personality
1. The Personality of Teachers
2. Teacher Personality Effects on Others
3. Teacher Personality Correlates With Other Tests
4. Teacher Personality and Teacher Rating
5. Teacher Personality and Student Achievement
6. Teacher Personality and School Climate
7. Teacher Personality Variability
B. Self Concept
1. The Self Concept of Teachers
2. Teacher Self Concept Effects on Others
C. Creativity
1. Teacher Creativity Effects on Others
2. Teacher's Effect on the Creative Child
This writer has attempted to confine the research to investiga­
tions conducted in the elementary school except in occasional instances 
where the research, was limited or a particular study appeared to have
11
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merit as a possible area for study in the elementary school. Also, it 
should be noted that research and theory differed in quality; hence, 
the same degree of confidency could not be placed on all assertation3 
and findings. An attempt was made to take this fact into considera­
tion in the selection of material used in this reviex?. Further, the 
material was grouped or notated to distinguish the theoretical writ­
ings from research findings.
Personality
Personality is defined by Cattell (1965, p. 25) as "that which 
tells what a man will do x̂ hen placed in a given situation." Getzels 
and Jackson (1963, p. 507) adopted the following definition in their 
extensive research on the personality of teachers, "personality means 
the person as a psychological or unique whole, and refers to the 
dynamic organization of motives within the individual."
Insight into the development of this unique person is given by
Wilson (1956, p. 216) as follows:
Each human organism is conceived with, a potential for becoming 
a complete human being - as a seed contains the potential for 
becoming a complete plant. But his becoming may be completed 
in an infinite variety of Xtfays. What he becomes depends on 
the integration of his process at conception and then on his 
unique interaction with the environment (before and after birth) - 
the love (acceptance, respect, and genuine caring) he receives, 
the food he eats, the air he breathes, the experiences he has, 
the ideas he comes in contact Xtfith, and the \ < ray in xrtiich the 
aesthetic sense selects from, intensifies, and integrates all 
of this with. his total process, including his unique grox<rth 
pattern and structuring system.
The development of personality is further summarized by Lecky 
(.1956, p. 91): "The personality develops as a result of actual contacts 
xrith the world, and incorporates into itself the meanings derived from
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external contacts. Essentially, it is the organization of experience 
into an integrated whole."
The theoretical writings and research findings in the area of 
teacher effectiveness often refer to the personality of teachers. Fattu 
(1962, p. 24) states, " . . .  research indicates that teacher performance 
is one of the most complex human phenomenons that we are privileged to 
study." Hearn (1956, p. 378) concludes that the factors associated with 
person-to-person relationships are closely allied with teaching compe­
tence, and "usually are the basic determinants of the degree of success 
which teachers achieve."
The Personality of Teachers
Ryans (1960a, p. 96) stresses the importance of a knowledge of 
the personality of teachers:
Actually, the problem of how the personal and social character­
istics manifested in the classroom behavior of the teacher are 
organized is important from both the theoretical and practical 
viewpoints. If education is going to be at all concerned with 
the components of teacher behavior it is imperative that some­
thing be learned of how these components are organized; or, if 
there is no discernable organization among them, this should be 
known. The problem cannot be ignored or begged.
Bernard (1970, p. 138), a writer concerned x^ith the mental health 
of schools,states, "the best of facilities count for little if the teach­
ers are inadequate in personality or preparation." Further, he (1970, 
p. 139) says, " . . .  the most vital aspect of mental hygiene in the 
schools revolves about the personality of the teacher."
Ryan (1938, p. 23), an early writer, says, "little attention has 
been paid to selection of young men and women for teacher preparation 
in terms of wholesome personality."
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Symonds (1954, p. 83) suggests that "teaching is essentially an 
expression of personality." A teacher adapts himself to teaching in a 
manner that is harmonious with his expressions toward life situations 
in general. What he learns in college may influence his teaching super­
ficially but it does not determine the teacher-pupil relationship.
Combs (1970, p. 182) states:
Recently, educators have begun to understand the importance 
of the teacher as a human being, not merely for the effect 
he has upon the mental health of the students he works with, 
but because his humanness vitally affects the success of even 
the teacher's traditional role as conveyor of learning.
Biddle believes that the study of teacher properties should be 
continued. He (1964, p. 11) states, "phenomenologists argue forcefully 
that more can be predicted about the behavior of someone by understand­
ing how the world looks to him . . . "
List after list of teacher properties or teacher personality 
traits are available. As stated by Getzels and Jackson (1963, p. 574), 
the usual inventory tabulation lists that "good teachers are friendly, 
cheerful, sympathetic, and morally virtuous rather than cruel, depressed, 
unsympathetic, and morally depraved." These characteristics are self- 
evident and they call for research leading to the discovery of specific 
and distinctive features of teacher personality and of the effective 
teacher.
"Name a psychological 'good'," state Getzels and Jackson (1963, 
p. 550), "sociability, emotional stability, friendliness, good personal 
relations— and teachers seem to have 'more' of it than do non-teachers 
and effective teachers 'more' of it than ineffective teachers."
Barr 0.958) lists twelve personal qualities of teachers found 
by analyzing experimental and psychological literature: resourcefulness,
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intelligence, emotional stability, considerateness, buoyancy, objectiv­
ity, drive, dominance, attractiveness, refinement, cooperativeness, and 
reliability.
I-Iamachek (1969, p. 341) concludes:
Effective teachers appear to be those who are, shall we say,
"human" in the fullest sense of the word. They have a sense 
of humor, are fair, empathetic, more democratic than auto­
cratic, and apparently are more able to relate easily and 
naturally to students on either a one-to-one or group basis.
Ineffective teachers apparently lack a sense of humor, grow 
impatient easily, use cutting, ego-reducing comments in class, 
are less well integrated, are inclined to be somewhat authori­
tarian, and are generally less sensitive to the needs of their 
students.
Later in the same article, Hamachek (1969, p. 343) reduces his list to 
two— a good teacher is a good person and a good teacher is flexible.
Gage (1971) provides another list of desirable teacher behaviors 
warmth, cognitive organization, orderliness, indirectness, and ability 
to solve instructional problems. In regard to teacher warmth, Gage 
(1971, p. 12) elaborates:
Pupils realize that the warm teacher likes them, and they tend 
to like him in return. And when they like him, they tend to 
identify with him, to adopt his values more readily, and even 
to learn subject matter from him more effectively. Whatever 
it may lack in surprise value, the finding that teacher warmth 
is desirable must be considered to be fairly well established.
Symonds (1947) believes that teachers are inhibited both by the 
community and the school. He feels that teachers should be both per­
mitted and encouraged to be more open and daring. He further believes 
that the greatest lift that could be given to education would be the 
improvement of the personalities of teachers.
Another writer, Biddle (1964, pp. 9-10), proposes that the
behayior of teachers can be altered:
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A legion of psychological traits, motives, abilities, or atti­
tudes are said to relate to the competence of teachers. Such 
properties have two features in common: they are hypothetical 
constructs in psychology, thus they are presumed to characterize 
the individual teacher in a consistent fashion, over time, and 
serve to explain her behavior in response to a variety of situ­
ations. It is also presumed, that such properties are laid 
"within" the teacher and are not amenable to direct observation 
in the same way that behavior can be observed. Contemporary 
American ideology stresses the alterability of teacher prop­
erties. We know that warmth, authoritarianism, hostility- 
and even intelligence and physical aptitudes are influenced by 
early learning and can be altered through appropriate educa­
tional experiences (including psychotherapy) in later life.
In the Morsh and Wilder (1954) study they reported that the 
results obtained with personality tests of teachers had, in general, 
shown wide variation when correlated with measures of teacher effec­
tiveness and that this problem remained, yet, unsolved. They did, 
however believe that this approach had promise.
Tanner (1954) performed an item analysis on four personality 
measures administered to male and female student teachers. He found 
146 items or parts of items that discriminated between the superior 
and inferior men student teachers and 263 items or parts of items 
that discriminated between the superior and inferior women student 
teachers at the .05 level of significance. The superior men student 
teachers were better adjusted, emotionally steady, made better social 
adjustments in their youth, were less argumentive and quarrelsome, had 
broad interest patterns, preferred belonging to many societies, fre­
quently initiated activities, were at home participating or leading 
a discussion group, and were sought for advice by many. They defi­
nitely enjoyed leadership roles, preferred vocations which deal with 
people on a rather high professional level, and showed a greater 
scholarly interest than inferior men student teachers.
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Superior women student teachers had a more desirable early home 
life, better personal relations with their families, were more congenial 
with their parents, and had too few brothers and sisters to satisfy them­
selves. They were socially well-adjusted and poised, participated in a 
greater number of school activities and were often leaders, belonged to 
a well-knit club or group, and possessed a greater breadth of interests 
including scholarly interests. They were more friendly, put greater 
stress on social and human values, were less hampered by fears, liked 
leadership activities, and preferred mental activities and detailed 
work. They were definitely irreligious, even agnostic, were light 
sleepers, had some difficulty with diarrhea and urinary functions and 
had engaged in some petty thievery in childhood.
Gowan and Gowan (1955) analyzed large samples of scores on per­
sonality tests (California Psychological Inventory and the Guilford- 
Zimmerman Temperament Survey) of teaching candidates and college stu­
dents in general. They found that the two groups differed signifi­
cantly in a number of ways. They (1955, p. 36) list the following 
results for teachers:
The CPI results show they seem more likely to give good impres­
sions of themselves, but less likely to dissemble, more respon­
sible and tolerant, of higher socio-economic status, more 
dominant, more socially participating, less delinquent, more 
intellectually efficient, having characteristics which would 
produce higher grades in high school and in college, more 
poised and less lacking in self-discipline than general col­
lege students. The G-Z results show they are more restrained, 
more ascendent, more social, more emotionally secure, more 
objective, more friendly, and higher in good personal rela­
tions than general college students.
Gowan (1957) studied the personalities of the twenty highest 
rated teachers from an original group of several thousand. He (1957, 
p. 124) found that "the most significant group differences appeared in
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parental teaching incidence and in responsibility, conformity, and 
social cooperativeness in the developing child." These findings were 
confirmed by significant deviations on inventory scales in the direc­
tion of better personal relations, emotional stability, and in lower 
clerical and computational interests.
Gage (1958) measured the accuracy of teachers' perception of 
cognitive aspects of pupils, teachers' sociometric perception, and 
teachers' perception of pupils' emotional adjustment. He found no 
significant relationship between teachers' understanding of the pupils 
and teacher effectiveness. He concluded that perhaps the individual 
differences in this area are not substantial enough and/or all teach­
ers possess some degree of understanding.
Guba, Jackson and Bidwell (1959) found the personality needs 
most characteristic of 366 in service teachers (aye. age 34.9) to be 
high deference, order, and endurance and low heterosexuality, domi­
nance, and exhibition (Edwards Personality Preference Schedule). In 
comparing these results with pre-service teachers from a variety of 
colleges and universities, only the results from a private teachers' 
college (about 20 per cent of the sample), without exception, produced 
the identical need pattern of the veteran teachers. In reanalyzing 
the data of the yeteran teachers by the kind of college attended, a 
remarkably consistent pattern of needs, similar to the veteran teacher 
pattern occurred. Guba, Jackson and Bidwell (1959, p. 11) conclude, 
"Somehow, through educational experiences the initial personality dif­
ferences of teachers coalesce into a common personality pattern." An 
hypotheses stating that the more nearly the teachers approximate the 
typical teacher-personality pattern, the less likely they will feel
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satisfied, effective, and confident in the ability of their administra­
tive officials, but the more likely is the administration to regard 
them as effective was supported beyond the .001 level of significance.
Ryans (1959, 1960a, 1963) observed that teachers that are rated 
high on teacher effectiveness tend to be extremely generous in their 
appraisals of the behavior and motives of others; to possess strong 
interests in reading and in literary affairs; to be interested in 
music, painting, and the arts in general; to participate in social 
groups; to enjoy pupil relationships; to prefer non-directive class­
room procedures; to manifest superior verbal intelligence; and to be 
above average in emotional adjustment. In another study of twenty 
highly assessed women elementary teachers, Ryans (1960a, p. 365) 
commented:
With regard to the personality inventory data, members of this 
group, as compared with norms data, gave responses which indi­
cated them to be somewhat more restrained, objective, friendly, 
emotionally stable, cooperative and agreeable, tolerant, and 
interested in social service. Interestingly enough, they 
tended to give exaggeratedly good impressions of themselves.
This may well have had some basis in the fact they were gen­
erous in their impressions of everyone, with virtually no 
expression of skepticism or criticism.
Ryans (1960a) reported a high correlation among elementary teachers of 
the characteristics warm, understanding; stimulating; and permissive. 
There was also a tendency for organized teacher behavior to be inter­
related with favorable opinions on the part of the teachers regarding 
others.
Medley (1961, p. 156) reported that "the feelings of timidity 
and guilt and the inclination to criticize and blame others and to 
become angry . . . "  were characteristics of the inconsistent teacher 
on the Edwards Personal Preference Scale.
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Heil and Washburne (1961) found that the self-controlled teacher 
was the most effective as measured by the results of the Stanford 
Achievement Test and also growth in friendliness as measured by the Ohio 
Social Acceptance Scale when compared to teachers defined as self- 
accepting and as self-effacing. The self-controlled teacher is described 
as reasonably warm and empathic, and not fearful about how others feel 
about her. The most outstanding characteristic appears to be a leader­
ship role coupled with work orientation. She is clearly self-severe, 
methodical, and sets high standards for herself and her pupils.
Rupiper (1962) concluded that experienced teachers were not 
essentially different from people in general. He found no dominant 
characteristic patterns from the results of standardized tests.
Walberg (1967) found that education students think about school 
teachers in terms of their general goodness and various forms of rigid­
ity. However, when they rate themselves as potential teachers they 
describe the pupil-centered dimensions of empathy and comptence, though 
there are overtones of emotional reserve and intellectual caution found 
in the conventional stereotype of a teacher.
Teacher Personality Effects on Others
Ryan (1938) suggests that the teacher is second only to the par­
ent in influencing the development and mental health of a child. Thomp­
son (1952, p. 529) indicates that the teacher's behavior tends to 
establish the social climate in a classroom; that the teacher's "psy­
chological needs, attitudes, prejudices, conflicts, and personal-social 
values are translated into behavior patterns which become potent influ­
ences on his pupils' social growth."
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Anderson and Brewer (1945), Anderson and Brewer (1946), and 
Anderson, Brewer, and Reed (1946) investigated the effects of domina- 
tive and integrative behavior of teachers. Significant differences 
were found between child behavior in the classrooms which were con­
sistent with the differences in the classroom personalities of the 
teachers. The teacher personality patterns persisted the following 
year; however, the child behavior, when the children were with a dif­
ferent teacher, adapted to the new teaching situation.
Sister Mary Amatora (1954) was interested in the similarities 
of 100 pupils' and 100 teachers' personalities. On her Child Person­
ality Scale and its comparable adult form, similarity at the .01 level 
of significance was found on more than half the scales between pupils' 
and teachers' personality. On about one fourth additional scales 
these similarities were significant at the .05 level. She (1954, p. 
49) states, "the most important finding of this experiment is the com­
plete absence of all negative correlations. On every element of per­
sonality measured in this study there is a positive relationship 
between teacher and pupil personality." If this is generally true, 
she indicates it is of vital importance to the development of chil­
dren that they have teachers who possess well-adjusted personalities.
In a later article, Amatora (1955, p. 693) theorizes:
A person's personality can be an influential force not only 
in his own life, but also in the lives of all xrtiom he con­
tacts, whether it be in the home, in business, in social 
life, or in one's daily round of professional activities 
in the classroom.
Bush sees teaching as essentially a problem in human relation­
ships. He (1954, p. 1) states, "It involves the dynamic interplay of
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human personalities, the central ones being those of the teacher and 
the pupil."
Combs and Snygg (1959, p. 398) point out that "the efficient
production of learning experiences for others depends upon the skill
of the teacher in using his personality as an instrument for helping
others learn." Combs and Snygg (1959, p. 392) further theorize:
Teaching is a relationship, but there can be no relationship 
with a nonentity. The good teacher is not a shadow but an 
important and vital part of the learning situation. His per­
sonality, as it is experienced by his students, creates the 
atmosphere for learning. Teachers cannot abrogate their 
responsibilities by withdrawal and self effacement. Neither 
can they create an atmosphere conducive to learning by threat 
and coercion. The effective teacher is one who has learned 
how to use his own personality in establishing limits for 
learning that will be clear, reasonable, and maximally help­
ful in the encouragement of exploration and discovery of 
personal meaning.
The importance of the teachers' personality is further empha­
sized by Gillis (1964, p. 589) when he posits, "To the extent that 
children pattern their behavior on that of their teachers, or that 
teachers sanction behavior which is congruent with their own person­
ality structure, they exert a significant influence on the personality 
development of future generations." This concept is further emphasized 
by Heil (1964, p. 12) when he observes:
Studies during the past several years reveal that the per­
sonalities of the teacher and the learner are real deter­
miners, not just basic variables, of the effectiveness of 
elementary school teachers. Personalities and their inter­
action affect the outcome of instruction more than the 
teacher's knowledge, either of the content being taught 
or of professional education.
Del Popolo (1965, p. 50) reemphasizes that " . . .  the person­
ality of a teacher and his attitude and understanding of children are 
of paramount importance for the total social and emotional growth and
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adjustment of his pupils." Though the child derives the significant 
part of his personality from his parents and their child-rearing prac­
tices, Bernard (1972, p. 282) states that the school and teachers "have 
a measurable effect on the developing personality of the child."
Teacher Personality Correlates 
with Other Tests
Leeds (1956) correlated the scores of 300 men and women teach­
ers on the Minnesota Teacher Attitude Inventory and the Guilford- 
Zimmerman Temperament Survey. The G-Z traits most closely associated 
with the MTAI were Personal Relations, Friendliness, Objectivity and 
Emotional Stability; Personal Relations showed the highest relation­
ship (.52). He (1956, pp. 333-334) concludes:
There is a definite indication then that teachers who get along 
well with pupils tend to be cooperative, friendly, objective, 
and emotionally stable, and, to a lesser degree, manifest 
sociability, social ascendancy, and masculinity in emotions 
and interests. Those who do not have high rapport with pupils, 
on the other hand, tend to be critical and intolerant, hostile 
and belligerent, hypersensitive, depressed, and emotionally 
unstable. To a lesser degree, they tend toward submissive­
ness, shyness, seclusiveness, and femininity.
Tanner (1954) examined a sample of forty-four superior teachers
and twenty-two inferior teachers on five personality measures. He found
only two scales among these tests which differentiated the superior men
teachers from the inferior men teachers— the K scale on the MMPI and the
interest-maturity scale on the SUIB. Tanner (1954, p. 272) explains:
K indicates that the superior men teachers had a defensive 
test-taking attitude or a desire to put themselves in a good 
light to a greater degree than did inferior men teachers.
The interest-maturity (I-M) results indicated that the supe­
rior men teachers had interests more like adult men than was 
true of the inferior men teachers.
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Seven scales produced a significant difference between the superior
women teachers and inferior women teachers— K scale, depression, and
psychasthenia on the MMPI; Y W C A  Secretary on the SUIB; social service
on the Kuder Preference; and the social and economic scales of the
Study of Values. Tanner (1954, p. 273) states:
The K means the same for women as men, i.e., the superior 
women teachers had a defensive test-taking attitude or 
desire to put themselves in a good light to a greater 
degree than did inferior women teachers. Inferior teach­
ers were higher on depression (D) indicating they had more 
of a tendency to feel useless and to Be pessimistic regard­
ing the future. Both scores were wall within the normal 
range with the inferior teachers’ mean scores being closer 
to fifty than the superior teachers' mean score. The infe­
rior teachers were significantly higher on psychasthenia 
(Pt) than the superior group indicating obsessive thoughts, 
compulsive behavior, and unreasonable fears. It is interest­
ing in all these averages that the scores were perfectly 
acceptable within the normal range set by the authors of the 
MMPI, yet they may be used to differentiate the superior and 
inferior teacher groups.
Cook and Medley (1955) compared the MTAI to the MMPI. They 
found that teachers scoring high on the MTAI tend to have a higher K 
scale, and higher scores on the subtle items of the Hy, Pd, and Pa 
scales of the MMPI. Teachers scoring low on the MTAI tend to score 
higher on the depression key and on obvious items in general of the 
MMPI.
MacLean, Gowan, and Gowan (1955) found high K scores (from the 
MMPI) to be among the most salient characteristics of their education 
students. They (1955, p. 672) state, "Both men and women have high K 
scores, indicating defensiyeness; perhaps this is a teacher character­
istic and perhaps a function of the testing conditions.
Gowan (1955, p. 210) found the high K (on the MMPI) individual
tends to be:
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. . . responsible, conscientious, conforming, controlled and 
friendly, with a strong ego and good performance in inter­
personal relations. He thinks well of others, as he tends to 
see the best in everyone, himself included. Rather than point­
ing to an absence of basic problems, this delineation indicates 
some degree of social anxiety overlaid with a reaction forma­
tion in which emphasis is directed towards control of self and 
adaption to the needs and demands of others.
He further states (1955, p. '212) that "high K persons tend to be empa-
thic, and to make good counselors and teachers" and that "this sign is
a valid and widely reported test indicator of teaching potential."
Teacher Personality and 
Teacher Rating
Cook and Leeds (1947) measured teacher personality with an 
instrument called the Teacher-Pupil Inventory and related it to ratings 
by pupils, principals, and experts. They (1947, p. 409) found that 
"the attitude of individual teachers toward pupils is significantly 
related to the pupils’ attitudes toward the teachers." They also 
found a significant relationship between the pupils’, principal, and 
expert ratings.
Del Popolo (1960) investigated the relationship between an
individual's personality structure and his opinions and attitudes
toward pupil-teacher relationships (366 Sophomore and Junior student
teachers) and his observable behavior traits in a classroom setting.
Del Popolo (1960, pp. 252-253), whose investigation centered on
authoritarian personality structure, summarized:
The investigation lent support to the main hypothesis that a 
significant relationship exists between an individual's per­
sonality structure and his opinions and attitudes toward 
pupil-teacher relationships and his observable behavioral 
traits in a classroom setting.
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Authoritarian students tend to get significantly lower scores 
than equalitarian students on an inventory of attitudes and 
opinions about pupil-teacher relationships. These differ­
ences were interpreted in terms of the dissimilar psychologi­
cal orientation of the two groups.
Authoritarian students tend to display behavior traits during 
student teaching which imply an inability to establish har­
monious pupil-teacher relationships. On the other hand, 
equalitarian students tend to display behavioral traits which 
are felt to be conducive toward the establishment of harmoni­
ous pupil-teacher relationships.
Dixon and Morse (1961) conducted a study of 97 student teachers 
and more than 2000 pupils. They (1961, p. 328) state, "Pupils and 
supervising teachers considered student teachers with ’good' empathy 
to be better teachers than those with 'poor' empathy." Freehill (1963, 
p. 311) also implies a relationship between teacher effectiveness and 
empathy. He states:
This study uncovers a significant relationship between teaching 
success and an early measure of democratic attitudes. These 
attitudes may foretell a capacity for empathy, a willingness 
to act in the interests of children or ability in managing 
subject matter.
Symonds and Dudek (1956) used the Rorschach in predicting teacher 
effectiveness with a small sample of teachers relating it to the rankings 
of the first author. They are cautious in their report of significance 
for the two factors— organization and empathy— as their high and low 
groups contained only five teachers each. They (1956, p. 234) state, 
however, that "A person who both knows the Rorschach and also the 
qualities that make for successful teaching should undoubtedly be able 
to predict teaching success corresponding to a correlation of well over 
.60 [reported by the authors).
Goodenough (1957, p. 29) investigated the relationship of vari­
ous traits with effectiveness of discipline. She observed that
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"kindness, patience, cooperation, sympathy, and tact . . . were found to 
be more closely associated with, effectiveness in discipline than self- 
confidence, frankness, independence, and modesty."
Ryans (,1960a, p. 386) reports: "There was a tendency for elemen­
tary teachers who were judged to be warm and understanding in classroom 
behavior, and also those judged to be stimulating in their classes, to 
manifest superior emotional adjustment."
Durflinger (1963) used the California Psychological Inventory to 
predict the successful elementary school student teacher (n = 150). Re 
found the student teacher to be as normal in most personality character­
istics as the norms group. He is not different in dominance, social 
initiative, and capacity or desire for social status. He tends to dis­
play to a significant degree an outgoing, sociable and participative 
temperament. The successful student teacher, as indicated by student 
teaching grades, shows a lower degree of self-acceptance. The highest 
negative correlation with student teaching grades x̂ as the Psychological- 
Hindedness scale which indicates the degree to which the individual is 
interested in and responsive to the needs and motives and experiences 
of others.
Flanagan (1961) found correlation between outstanding teacher 
supervisory rating and scales from the MMPI showing lack of social 
problems and a good general adjustment. Moore and Cole (1957) believe 
the MMPI may be a useful instrument in predicting the degree of suc­
cess in student teaching. The findings of their study suggest that 
a x/ide variety of maladjustments may be involved in poor student 
teacher performance.
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Gates (1968) compared principals' ratings of 67 elementary school 
teachers with their scores on the MTAI, the EPPS, and the 16PF. He (1968, 
p. 3021a) summarizes:
Rated effective teacher groups seemed to have a significantly 
higher need for heterosexuality, aggression, and intraception 
than did rated - ineffective teacher groups. At the same time 
they appeared to have a lesser need for achievement, deference, 
order, affiliation, change and endurance.
Teacher groups rated effective also appeared to he more intel­
ligent, outgoing, assertive, happy-go-lucky, and shrewd than 
those rated ineffective, but less experimenting and suspicious.
With regard to attitude, rated effective teachers appeared to 
have a more positive attitude toward teaching and children 
than those rated ineffective.
Warburton, Butcher, and Forrest (1963) used the 16PF with about 
100 student teachers. They (1963, p. 76) conclude, " . . .  the person­
ality variables are the best set of predictors for practical teaching, 
the theory examination and the final certificate award."
Davis and Satterly (1969) compared the factor scores of the 16PF 
to ratings by four experienced tutors of 149 student teachers placed, as 
a result, in high, intermediate, and low teaching ability groups. The 
student teachers, all female, were tested upon entry into college and 
later, just prior to student teaching. They suggest that particularly 
poor performances were encountered when tendermindedness, high insecur­
ity, and tenseness were associated with a lack of conscientiousness.
Four factors, conscientiousness, toughmindedness, confidence, and 
relaxed behavior significantly differentiated between the groups on 
both test occasions, and practicality on the first occasion.
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Teacher Personality and 
School Achievement
Christinsen (1960) found that the warmth of teachers xjas sig­
nificantly related to vocabulary and arithmetic achievement. He (1960, 
p. 173) states, the "results support the contention that affective 
response of the teacher is more important for growth in achievement 
than permissiveness." He concludes that this is an interesting find­
ing— that it has theoretical implications for the motivation of stu­
dents and teacher training— if it can be substantiated by further 
research.
Solomon, Bezdek, and Rosenberg (1964) observed that the highest 
gains in comprehension were found in classes of teachers moderate on 
the permissiveness - control continuum and those at the energy and 
flamboyance poles of their evaluation device. They (1964, p. 29) state 
that "too much teacher control perhaps inhibits and stifles . . . par­
ticipation, while too little may allow ephemeral and disconnected dis­
cussion and incomplete exploration of ideas." They also indicate that 
teacher clarity and expressiveness, and a tendency to lecture were 
related to gains in factual information. In their study, warmth was 
also found to relate to two student evaluation items— "overall evalu­
ation of instructor" and "would like as a personal friend." Warmth 
was not related to students' evaluation of their own learning, there­
fore, the authors (1964, p. 30) conclude, " . . .  this indicates that 
the teacher's warmth influenced students' perceptions and assessments 
of him as a person."
Reed (1961) collated the results of four studies relating 
teacher warmth to pupil change criteria. He (1961, p. 333)
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generalizes, " . . .  when the criteria are comprehensive and/or atti- 
tudinal in nature, the correlation will be significant, positive, and 
of moderate strength."
Teacher Personality and 
School Climate
George (1969) surveyed 296 elementary school teachers with the 
Organizational Climate Description Questionnaire, the Sixteen Person­
ality Factor Test, and an instrument described as the Structural Prop­
erties Questionnaire. The findings indicated that personality in 
interaction with perceived structure was related to the teacher's 
perception of the organizational climate more closely than either 
personality or perceived structure, taken separately. He (1969, p. 
581A) states, "thus, the teacher's perception of organizational cli­
mate may be viewed as a function of the interplay betx^een the teacher's 
personality and the structure of the organization in which the individ­
ual functions."
Murphy (1966) also found personality to be a function of the 
perceived climate. He used the OCDQ and the 16PF with 1,119 elemen­
tary teachers and 61 principals.
Anderson (1969) concluded that the Edwards Personal Preference 
Schedule measured personality attributes of teachers in schools pos­
sessing Open Organizational Climates (according to the OCDQ) that are 
not significantly different from those of teachers in schools with 
Closed Organizational Climates; however, when subscales were compared, 
teachers in Open Climate schools appear to possess significantly less 
intraception and abasement than do the teachers in the Closed Climate
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schools. His study included 71 teachers from Open Climate schools and 
55 from Closed Climate Schools.
Null (1971), using the 16PF and the OCDQ, found 22 significant 
correlations between ten of the sixteen personality variables and seven 
of the eight dimensions of Organizational Climate. Certain personality 
factors, particularly Factor I (Tough vs. Sensitive), Factor H (Timid 
vs. Adventurous), and Factor M (Conventional vs. Eccentric), were 
related to the perception of certain dimensions of Organizational Cli­
mate, especially Disengagement, Hindrance, and Esprit. Eight hundred 
forty-nine elementary teachers were included in the study.
Teacher Personality Variability
Symonds (1946) recommended that an assessing board be utilized
to determine the extent of suitedness and placement of teachers. He
declares the interview to be the best personality assessment for this
purpose. He (1946, p. 33) states:
It seems obvious that some persons would be more comfortable 
and more effective in work Xtfith nursery school or kindergarten 
children; others would be most effective in work with the lower 
elementary school; still others with early adolescents of the 
junior high school age; and some will prefer to work with older 
adolescents. Of course there are those who are ill at ease 
with children and would prefer to teach at the college level.
In addition to guidance by level, the assessing board might 
also determine the extent to which the person appears suited 
for teaching, for supervisory work, for counseling, for extra­
curricular and social activities.
Lamke (1951) investigated the relationship of teacher success
and scores on the 16PF of 32 high school teachers. He concluded that
the responses of good and poor teachers did not fall into two well-
defined patterns but that several patterns existed for the good
teachers, and probably for the poor teachers.
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The difference between elementary teachers and secondary teach­
ers was the focus of a study by Leiderman, Hilton, and Lewin (1957).
They found elementary teacher trainees to have significantly higher 
service interests and substantially higher child-interest scores. The 
secondary school teacher trainees were higher in subject-matter interest.
Barr et al. (1953, pp. 641-642) recognized the possibility of 
different personality patterns for various teaching situations as 
follows:
The study of teacher effectiveness must assume the possibility 
of different patterns of effectiveness for different kinds of 
teachers, pupils, educational programs, or situations, and the 
possibility of a variety of patterns of effective teaching for 
any giyen teacher-pupil educational program combination. We 
refer to this as the "multidimensional" concept of teacher 
effectiveness.
Morsh and Wilder (1954, p. 117), too, consider the variability 
of teacher personality:
There are many conceivable kinds of effectiveness even for 
teachers of the same subject or grade level in the same kind 
of community and therefore there will probably be different 
patterns of teacher personality for such effectiveness.
This concept was reinforced by Soar (1964, p. 289) when he
stated:
Once a multidimensional view of the teaching-learning process 
is accepted, it seems likely that a teacher may do some things 
that are effective and some that are not; or even that a given 
act may be effective in working toward one goal but not another; 
or that an act may be effective in teaching one child and 
ineffective with another.
Ryans (1960) comments that even if effective teaching could be 
defined on a factual basis, there may still be variability among teach­
ers of different grades and/or subject matter. In his work with the 
National Teacher Examination program, results of teachers of different 
grades and subject matters have shown dissimilar profiles with respect
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to the amount of knowledge of various areas of professional educational 
information, levels of certain mental abilities and basic language 
skills, and the degree of understanding of general cultural materials. 
The study also suggests that the combination of personal and social 
characteristics is not identical for elementary and secondary school 
teachers.
Combs and Snygg (1959, p. 398) theorize:
There is no kind of personality that all teachers should have. 
Good teaching seems, rather, to be a matter of effective use 
of the teachers’ unique personality. There will be as many 
methods of teaching as there are kinds of teachers.
The Heil and Washburne (1961, 1962) studies and Heil (1964) 
found that different types of teachers had significantly different 
effects on the progress of different categories of children in regard 
to the various aspects of children's measured growth during the year. 
They describe three types of teachers— self-controlling, self- 
accepting, and self-effacing— and four types of pupil behavior.
Heil and Washburne (1962) reported that the self-controlling type 
teacher obtained significantly more academic achievement than either 
of the two other types of teachers. Also the children with the self­
controlling teacher became markedly and significantly more friendly 
toward each other than did children of either the self-accepting or 
the self-effacing teacher.
Dugan (1961, p. 337) provides a good summary of the above 
writings as he posits:
Perhaps no one personality factor will ever be found to be 
predictive of success in teaching. Personality is complex 
and dynamic, and is more than a sum total of personality 
factors for each individual; it is also the organization 
of these factors and the effects of them on other people.
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Most likely, the answer to the effective teacher will be in 
the discovery of certain patterns of personality factors 
coupled with certain professional factors that best suit a 
teacher for a specific teaching job.
Self Concept
Self concept has been considered by many writers to be an impor­
tant, perhaps the most important, aspect of personality. The function 
of self concept on or with personality is treated, therefore, differ­
ently by the various theorists and researchers.
Allport (1955, p. 55) sees self concept as follows:
. . . all psychological functions commonly ascribed to a self 
or ego must be admitted as data in the scientific study of 
personality. These functions are not, however, coextensive 
with personality as a whole. They are rather the special 
aspect of personality that have to do with warmth, with unity, 
with a sense of personal importance.
Hayakawa (1963, p. 39) states, "The self concept, in a sense, 
creates for each of us a unique environment to which to react."
Combs (1965, p. 14) sees the individual’s self as the center of 
his world, "the point of origin for all behavior. What he believes 
about himself affects every aspect of his life." In a later publica­
tion, Combs (1971, p. 400) elaborates:
Highly free people, the studies seem to show, see themselves 
as liked, wanted, acceptable, able, dignified, and worthy.
Feeling this way about themselves, moreover, they are likely 
to have a deep feeling of personal security which makes it 
much easier to confront the emergencies of life with far less 
fear and trembling than the rest of us. They feel about them­
selves that they are people of dignity and worth and they 
behave as though they were. Indeed, it is in this factor of 
how the individual sees himself that we are likely to find the 
most outstanding differences between well-adjusted and poorly 
adjusted people.
Rogers (1956, 1969) incorporates self concept into his theory of 
the fully-functioning person, as does Maslow (1956, 1959) in the self- 
actualizing person.
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The Self Concept of Teachers
Rogers (1958) categorizes teachers as well as counselors and 
others who work with people in the role of helping relationships.
" . . . The optimal helping relationship," states P^ogers (1958, p.
15), "is the kind of relationship created by a person who is psycho­
logically mature."
Coopersmith and Silverman (1969, p. 28) theorize about the 
importance of a good self concept to teachers: "A teacher who lacks 
some measure of self-esteem - who doesn’t like himself - shouldn't be 
with children. He could do immense harm in the classroom, harm that 
might take years to remedy, if, indeed, it could be remedied."
In their early writing, Snygg and Combs (1949, p. 244) state,
" . . . the effective teacher must be not a storehouse of knox^ledge 
nor a master technician, but a kind of person; a happy, intelligent, 
adequate personality." Ten years later they (Combs and Snygg, 1959, 
p. 399) emphasize more specifically the need for an adequate self con­
cept: "Whether teachers are aware of it or not, their behavior and
their effectiveness as teachers depend upon their perceptions about 
themselves and the situations within which they are involved; par­
ticularly upon their beliefs, values, and convictions."
Combs and Snygg (.1959, p. 406) further state:
Generally speaking, the characteristics of the adequate per­
sonality are also the characteristics likely to produce a 
mature, effective teacher. Such characteristics as seeing 
oneself positively, the capacity for acceptance of self and 
others, and a high degree of identification with others are 
just a3 much desirable qualities of effective teachers as 
they are of effective personalities. In very large measure, 
effective teaching is a process of sharing self with others. 
Inadequate personalities find this very difficult to do.
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The ability to involve and to share self with others is 
highly dependent upon the individual's own feelings of 
his personal adequacy.
Combs (1962) believes that we need teachers who have the courage 
to be— that it is a vital necessity for producing the kinds of people we 
need to produce. He (1965, p. 19) says, "Whether an individual will be 
an effective teacher depends upon the nature of his private world of 
perceptions." The effective teacher, he says, has learned to use him­
self effectively and efficiently. Combs (1965, pp. 70-71), among other 
tenets, further emphasizes: "Good teachers see themselves as worthy 
rather than unworthy. They see themselves as people of consequence, 
dignity, and integrity as opposed to feeling they matter little, can 
be overlooked and discounted."
Combs (1971) comments that in their research at the University 
of Florida they cannot tell the difference between good and poor teach­
ers on the basis of teaching methods. One difference that does seem to 
exist has to do with sensitivity or understanding. Combs (1971, p. 406) 
observes:
The kind of understanding we are talking about here is not a 
knowledge about, but a sensitivity to people. It is a kind 
of empathy, the ability to put oneself in another's shoes, 
to feel and see as he does. All of us have this ability to 
some extent, but good teachers have a lot of it.
"in the broadest sense of the word," states Hamachek (1969, p. 
343, 1971, p. 199), "good teachers are more likely to see themselves 
as good people. Their self-perceptions are, for the most part, posi­
tive, tinged with an air of healthy self-acceptance." He continues:
I dare say that self-perceptions of good teachers are not 
unlike the self-perceptions of any basically healthy person, 
whether he be a good bricklayer, a good manager, a good doc­
tor, a good lawyer, a good experimental psychologist, or you
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name it. Clinical evidence has told us time and again that 
any person is more apt to be happier, more productive, and 
more effective when he is able to see himself as fundamen­
tally and basically "enough."
Teacher Self Concept Effects 
on Others
Bernard (1970) expresses the importance of enhancing the ego 
concept of pupils. He (1970, p. 142) states, "One must think well of 
himself to release his capacities for development." Purkey (1967) 
believes that there is considerable evidence to support the assump­
tion that a psychologically safe and supportive learning situation 
encourages students to grow academically as well as in feelings of 
personal worth. Richardson (1968, pp. 112-113) states, "While the 
parent has influenced the child’s self concept earlier, the teacher 
has a more powerful influence, especially in aspects of the self 
concept relating to intelligence and competencies."
Coopersmith and Silverman (1969) observe that a teacher can
enhance a child's self-esteem by being interested in him and concerned
about him as an individual. They (1969, p. 29) comment:
This means providing a warm, supportive climate in the class­
room by genuinely accepting children - emphasizing every suc­
cess, letting a child who has been absent know that he was 
missed, and including each child equally, if possible, in 
classroom activities.
The learning environment of the student is important as indi­
cated by Houstakas (1956, p. 11):
The educational situation which most effectively promotes 
significant learning is one in which (a) the threat to the 
self of the learner is at a minimum while at the same time 
the uniqueness of the individual is regarded as worthwhile 
and is deeply respected, and (b) the person is free to 
explore the materials and resources which are available to 
him in the light of his oxm interests and potentiality.
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Horney (1956) expresses that only the individual himself can 
develop his given potentialities but that he needs favorable condi­
tions for this growth. He needs warmth, good will, and healthy fric­
tion to grow in accordance with his real self. Havighurst, Robinson, 
and Dorr (1946) also emphasized the influence of environment on a 
child’s ideal self.
Combs (1962) concludes that adequate personalities have posi­
tive effects upon their fellows. He (1962, p. 116) states: "Some 
teachers have the kind of sensitivity and skill that helps young 
people develop positively to start with. They seem to have acquired 
it by a kind of ’osmosis' from their own living and growing."
Rogers (1971) talks about the qualities which facilitate 
learning. He indicates that they are realness or genuineness, car­
ing for the learner, and empathic understanding.
Barr (1952) suggests that rather than look just for teacher 
qualities, teacher effectiveness may be a relationship between teach­
ers, pupils, and others affected by limiting and facilitating aspects 
of the specific situation. Combs and Snygg (1959, p. 388) report, 
"Atmospheres provide the stage upon which learning occurs and arise 
out of the interaction of teacher and student." Hamachek (1969, p. 
343) also expands this concept:
It comes as no surprise that how x/e perceive others is highly 
dependent on how we perceive ourselves. If a potential teacher 
(or anyone else for that matter) likes himself, trusts himself, 
and has confidence in himself, he is likely to see others in 
somewhat this same light. Research is beginning to tell us 
what common sense has always told us; namely, people groxtf, 
flourish, and develop much more easily when in relationship 
with someone x̂rho projects an inherent trust and belief in 
their capacity to become x̂ hat they have the potential to 
become.
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Combs and Snygg (1959, p. 390) observe, "Modern research, seems
to indicate that acceptance of others is a function first of acceptance
of self." They further maintain, "In order for a teacher to create an
accepting atmosphere for students, then, it would appear he must first
accept himself." An accepting atmosphere would be difficult to feign
for any length of time. They recommend:
To create a situation that is truly warm, understanding, and 
accepting, we are beginning to understand, requires a certain 
kind of person; not just someone who knows he should be these 
things. Good teaching requires that the teacher himself has 
discovered who he is and what he is and what he is trying to 
do, just as he is attempting to assist his students in discover­
ing these things for themselves. It is only when people are 
able to accept themselves that they are able to engage with any 
degree of freedom in exploring themselves. To make this pos­
sible, those who teach the student must themselves be capable 
of acceptance.
Medley (1961) indicates that a picture of the self concept of 
the successful teacher as distinguished from the concept others have 
or her personality would be useful in understanding the dynamics of 
teacher-pupil relationships. In his study, examining student teach­
ers and their rapport with pupils, he wondered why pupils prefer a 
teacher who feels aggressive but does not act that way as opposed to 
one who neither feels nor acts aggressive.
Morse (1964, p. 198) expresses a concern held by many writers, 
"Whatever else we have done, we have communicated a sense of personal 
failure to many of our pupils. In general, the longer we have them 
the less favorable things seem to be." Perhaps some of the following 
studies will provide some answers.
Ryans (1962) found, among other things, that outstandingly good 
teachers rated significantly higher than notably poor teachers in at 
least five different ways with respect to how they viewed others.
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The good teachers had a more favorable opinion of students, a more 
favorable opinion of democratic classroom behavior, more favorable 
opinions of administrators and colleagues, a greater expressed liking 
for personal contacts with other people, and more favorable estimates 
of other people generally.
Dandes (1966) completed a statistical analysis based on 128 
Nex-r York State teachers. The results of his study clearly indicate 
a significant relationship between measured psychological health and 
specified attitudes and values. He (1966, p. 304) concludes, " . . .  
the greater the psychological health, the greater the possession of 
attitudes and values characteristic of effective teaching." He finds 
that a large component of what makes an effective teacher seems to be 
"the degree to which he is psychologically healthy or self-actualizing 
or fulfilling his unique human potential.”
Omwake (1954, p. 446), in his study, also supports this tenet:
The results support the hypothesis in that there is a marked 
relation between the way an individual sees himself and the 
way he sees others; those who accept themselves tend to be 
acceptant of others and to perceive others as accepting them­
selves; those who reject themselves hold a correspondingly 
lox̂  opinion of others, and perceive others as being self- 
rejectant.
Davidson and Lang (1960) found a significant positive correla­
tion betxtfeen children's perception of their teachers' feeling toward 
them and the children's perception of themselves. They point out that 
this lends support to the view that a child's assessment of himself is 
related to the assessment significant others hold of him.
One of the findings of the Brookover, Thomas, and Paterson 
(1964) study was that self concept was significantly and positively 
correlated with the perceived evaluations that significant others
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hold of the student, but, that it is the composite image rather than 
the images of specific others.
Edeburn (1973) discovered that the self concept of students 
was significantly related to the self-ideal self discrepancy self con 
cept scores of teachers in the areas of family experience, in general 
and in other dimensions of the test when, viewed from the composite of 
scores.
Hatfield (1961) found a significant and positive relationship 
between student teacher's self-valuation and his success in student 
teaching. Lantz (1965), however, did not find that student teacher 
self concept alone was a predictor of classroom emotional climate.
The student teacher's self concept in relationship to the student 
teacher's concept of most other elementary teachers and his concept 
of the ideal elementary teacher were useful in predicting classroom 
emotional climate.
Perkins (1958), however, found that teachers who are less 
accepting of self and others are more accurate and insightful in 
their perceptions of other's self concepts than teachers who are 
more accepting of self and others. His sample included about 56. 
teachers and 251 pupils in seven elementary schools. Perkins (1958, 
p. 216) explains:
Teachers who are "less" accepting lof self] may well develop 
greater empathy with and insight into feelings of others 
because of their own heightened sensitivity in the area of 
interpersonal relationships. On the other hand, teachers who 
are "more" accepting of self and others may concentrate their 
energies on dealing with the problem or situation because for 
them acceptance emerges into figure less frequently. In short, 
they tend to accept children as they are without probing too 
deeply to discover how these youngsters see and feel about 
themselves.
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Symonds (1954) studied nineteen teachers through observations,
interviews and tests. He (1954, p. 81) concludes:
One of the principal difficulties which render teachers 
ineffective is a feeling of inadequacy, insecurity, and 
inferiority. Feelings of inadequacy in the teacher affect 
. his relationships with his pupils and tend to evoke aggres­
sive responses from them. Teachers adjust to their feeling 
. of personal weakness in various ways. A characteristic way 
is to become overaggressive, blunt, dictatorial, bossy, 
unfeeling, snappish. In other cases, the teacher xtfho feels 
inadequate will use other tactics such as ingratiation, 
attempting to appeal to a pupil’s honor or pride, attempt­
ing to make the work amusing or superficially interesting, 
cracking jokes, and employing other devices intended to buy 
pupils off. Such characteristics are not learned "methods"; 
they have antecedents in the teacher’s personality structure.
Symonds (1954) believes that if feelings of inadequacy persist 
after the first few years, they are signs of personality weakness which 
will be a handicap to teaching effectiveness.
Bowers and Soar (1962) correlated data from MMPI with teacher 
effectiveness. They (1962, p. 311.) point out that the teacher must be 
" . . . well enough adjusted that much of her energy is not drained off 
in dealing with her own interpersonal tensions. . . . "  She must be able 
to care about others, perceive herself and others clearly, and be honest 
in her interactions with pupils.
Anderson (1939) examined the integrative-dominative continuum 
of teacher behavior by observing the individual contacts of a teacher 
in the classroom. The dominative teacher was described as inflexible, 
rigid, and deterministic. He (1939, p. 89) describes the more accept­
able behavior below:
The term integrative behavior was chosen to designate behavior 
leading to a oneness or commonness of purpose among differences.
It is the behavior of a flexible growing person who is looking 
for new meanings, greater understandings in his contacts with 
others. It is non-coercive; it is the expression of one who 
attempts to understand others, Xtfho is open to new data.
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Clark (1951) discovered that certain types of pupil behavior 
were more annoying to teachers with good mental health than to those 
with poor mental health. The reverse was also found to be true.
Seidman (1969) examined the self concept of 50 elementary stu­
dent teachers with the Tennessee Self Concept Scale. She concludes 
that student teachers with high self concepts tend to talk less dur­
ing a teaching act than those who have low self concepts. The high 
self concept student teachers tend to use more indirect teaching 
behavior than the low self concept student teachers.
In a study by Aspy (1969) positive relationships were found 
between high teacher self concept and student cognitive growth. Sig­
nificant relationships were found between teacher self concept and 
student achievement gains on the total score and four sub-tests of 
the Stanford Achievement Test; Paragraph Meaning, Language, Word 
Meaning, and Word Study Skills. On the Spelling subtest, teacher 
self concept was related negatively to the test score gains, but the 
relationship was not statistically significant.
An interesting study of mothers and their sons may apply to
this area of study. Coopersmith (1967, p. 24l) concludes:
Parents with high self-esteem are generally more accepting 
of others, decisive, inclined to lead active personal lives, 
and convinced of their powers. They presumably have less 
need to gain vicarious successes from the accomplishments of 
their children with a definite idea of what they expect and 
desire.
Coopersmith (1967, p. 236) describes three conditions for the 
development of self-esteem in children by their parents: " . . .  total 
or nearly total acceptance of the children by their parents, clearly
defined and enforced limits, and the respect and latitude for Individual
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action that exist within the defined limits." They suggest that parents 
with high self-esteem who have definite values, who have a clear idea of 
what they regard as appropriate behavior, and who are able and willing 
to present and enforce their belief— are more likely to rear children 
who value themselves highly.
Creativity
Creativity, according to the research, involves two (actually 
three) different definitions— doing, being, and a combination of the 
first two.
Lasswell (1959, p. 203) defines creativity to be "the disposi­
tion to make and recognize yaluable innovations." Barron (1963, p. 
396) describes creativity as "the ability to bring something new into 
existence." He believes that intelligence is necessary for unusual 
elegance and originality in creative acts but further observes that 
a person of average intelligence may be creative on their own terms.
MacKinnon (1961) characterizes creativity not only as unique­
ness, originality, and statistically infrequent response, but also 
response that is adaptive to reality and includes an evaluation of 
the original insight together with a sustaining and developing of 
it to the full. He (1960, p. 375) also equates creativity to self 
concept:
The truly creative individual has an image of himself as a 
responsible person and a sense of destiny about himself as 
a human being. This includes a degree of resoluteness and 
almost inevitably a measure of egotism. But over and above 
these there is a belief in the foregone certainty of the 
worth and validity of one's creative efforts.
MacKinnon (1960, p. 375) describes the truly original and creative
person as deliberate, reserved, industrious and thorough, " . . .
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closer . . .  to the notion of professional responsibility than to the
Greenwich Village Bohemian or the North Beach Beatnik." MacKinnon
(1960, p. 378), in his studies of creative architects, concludes:
To summarize what at this stage of our researches strikes 
me most forcibly about the creative persons whom we have 
assessed, it is their openness to experience, and the fact 
that they, more than most, are struggling with the opposites 
in their nature, striving ever for a more effective recon­
ciliation of them, and seeking to tolerate and to find 
increasingly large quantities of tension as they strive for 
a creative solution to ever more difficult problems Xtfhich 
are not set for them but which they set for themselves.
Anderson (1959, p. 119) describes a kind of creativity which he
calls "psychological or social invention." He further elaborates:
Creativity in human relations requires intelligence, sharp 
perceptions, subtle sensitivities, respect for the individ­
ual person, and a personal boldness to explain one’s point 
of view and to stand for one's convictions. Creativity in 
human relations requires individual integrity and an ability 
to work with others.
Maslow (1959) talks about self-actualizing creativeness which 
stresses first the personality rather than its achievements. He (1959, 
p. 93) elaborates:
It stresses characterological qualities like boldness, cour­
age, freedom, spontaneity, perspicuity, integration, self­
acceptance, which make possible the kind of generalized 
creativeness I have been talking about, which expresses 
itself in the creative life or the creative attitude or 
the creative person.
He believes that there are no exceptions to the rule that self-actualizing 
people are all creative in their own way. He (1971) feels that the con­
cept of creativeness and the concept of the healthy, self-actualizing, 
fully-human person may turn out to be the same thing.
Rogers' (1959, p. 71) definition of the creative process is the 
emergence in action of a novel relational product, "growing out of the 
uniqueness of the individual on the one hand, and the materials, events,
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people, or circumstances of his life on the other." The conditions for 
creativity within a person, says Rogers, are openness to experience, an 
internal locus of evaluation, and the ability to toy with elements and 
concepts. Creativity, to Rogers (1959, p. 72), is "man's tendency to 
actualize himself, to become his potentialities."
Fromm (1959, p. 54) sees "education for creativity as nothing 
short of education for living." The conditions for creativity are the 
understanding and cultivation of courage and faith. Cattell and Butcher 
(1968, p. 303) describes a similar approach to education for creativity 
when they state, "A great array of evidence . . . suggests that training 
for creativity is far more a personality than a cognitive matter. . . ."
When creativity is defined as actual life performance, Cattell 
(1971) observes that the necessary criterion, after intelligence, are 
personality factors.
Gough (1964) describes the creative person to be intuitive and 
empathic, perceptually "open," aesthetically sensitive, emotionally and 
socially sensitive, and to have a complex personality. Rees and Goldman 
(1961) found the creative college student to be characterized by more 
impulsiveness and lack of restraint, as well as, more aggressive, domi­
neering, and ascendant.
Torrance has conducted extensive studies related to creativity 
in teachers. Despite the diversity found in his studies of personality 
patterns of creative teachers, he (1962, p. 195) reports the following 
generalizations:
All of them are highly sensitive, resourceful, flexible, and 
willing to "get off the beaten track." Perhaps much of their 
secret lies in their very uniqueness or diversity. However, 
perhaps most important, is their capacity to form good rela­
tionships with their creative students. We find in their
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behavior characteristics which would ordinarily alienate many 
students from them. These characteristics apparently become 
unimportant, since they have such great capacities for crea­
tive relationships with students.
Teacher Creativity Effects 
on Others
In a study by Torrance (1964b), pupils of teachers with strong 
creative motivations, as measured by the Personal - Social Motivations 
Inventory, showed significant gains in a three month experiment on 
creative writing. The pupils of the less strongly motivated teachers 
showed almost no gain in creative writing over the same period of time. 
The creatively motivated teachers also carried out a larger number of 
creative activities with their pupils than did the less creatively 
motivated teachers. The number of creative activities alone, however, 
did not produce significant growth.
In a study by Yamamoto (1963) 19 fifth grade teachers were 
dichotomized into the High Creative Group (10) and the Low Creative 
Group (9) and comparisons were made between them. The teachers had 
been administered tests of creative thinking, a personality inventory, 
an information form, a comment form (on the creativity tests), and a 
nomination form (of the creative pupils). Four hundred sixty-one 
pupils for whom complete sets of data were available x̂ ere included 
in the study. At the beginning of the year, the pupils were adminis­
tered tests of creative thinking, an intelligence test, an achievement 
battery, and a personality inventory. Five months later, the achieve­
ment battery and personality inventory were administered again.
Among other things, it was found that there was no significant 
difference between the two groups of teachers in background factors 
such as sex, marital status, age, educational attainment, and teaching
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experience; the High Creative teachers show a significantly stronger 
theoretical orientation than that shown by the Low Creative teachers; 
on arithmetic skills, there was a significant interaction between 
teacher creativity and pupil creativity; on personal adjustment, 
there was a significant second-order interaction among teacher crea­
tivity, pupil creativity, and pupil sex; on social adjustment, there 
was a significant teacher creativity main effect; and on total (per- 
sonal plus social) adjustment, there was also a significant teacher 
creativity main effect.
Zimmerman and Williams (1971) found that four of the dimen­
sions of personality on the 16PF were significantly related to inno­
vativeness. Innovators were significantly more imaginative, more 
assertive, more venturesome, and less tense than non-innovators. 
Though not statistically significant, they found that innovators 
tended to be more controlled, more self-sufficient, more experiment­
ing, more emotionally stable, and less apprehensive than non­
innovators on the dimensions of personality.
Teachers' Effect on the 
Creative Child
Feshback (1969), in a study of 240 student teachers, found 
strong support for her hypothesis— prospective teachers rate more 
favorably students exhibiting behaviors associated with control, cau­
tion, and conformity. Using a Situation Test specifically designed 
for this study, the student teachers were asked to rate the children 
in the situation on each of five dimensions; popularity, generosity, 
prefer child in class, intelligence, and grades. For the total score 
and three of the individual dimensions (popularity, generosity, and
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preferred child in the classroom), teachers rated the students in the
following order of preference: rigid, conforming, orderly; dependent,
passive, acquiescent; flexible, nonconforming, untidy; and independent,
active, assertive. The majority of these differences were significant
at greater than the .01 level. Feshback (1969, p. 128) concluded that:
In general, it appears that student teachers perceive most 
positively the rigid, conforming girl and secondly, the 
rigid, conforming boy. The third position in the prefer­
ence order is occupied by the dependent, passive girl who 
is closely followed by her male counterpart. The flexible 
boy is fifth in the ordering while the flexible girl and 
the independent boy vie for sixth and seventh positions.
The lowest ratings are given to the independent, assertive 
girl.
Teacher personality factors were found to be more effective in
producing change in convergent and divergent thinking areas of gifted
students than other variables examined in a study by McNary (1967, p. 2)
In general, the teacher who appeared to have most signifi­
cantly influenced growth in the divergent areas was emo­
tionally mature (that is, not given to emotional outburst), 
energetic, persistent, friendly, and without a crystallized 
pattern for attaining social approval toward which one feels 
impelled to strive. In general, the teacher who appeared to 
have most significantly influenced growth in the convergent 
area was submissive, dependent, cheerful, alert, not a 
staunch guardian of morals and manners, and would have a 
natural warmth and liking for people.
Turner and Denny (1969) report results which suggest that teach­
ers characterized as warm and spontaneous and teachers characterized as 
child-centered tend to obtain greater positive changes in pupil creativ­
ity. The conditions which seem to enhance pupil creativity are positive 
reinforcement of pupil responses, adaption of activities to pupils, 
attention to individuals, and variation in activities and materials 
by the teacher. Teachers having a high degree of organization ware 
found to have a negative effect on pupil creativity.
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Torrance (1963) tested 650 teachers in ten different states with 
his instrument, the Ideal Pupil Checklist. The ten characteristics most 
valued by these teachers were: being considerate of others, independence 
in thinking, determination, industrious, sense of humor, curiosity, sin­
cere, courteous, promptness, and self-starters. The ten most frequently 
punished or discouraged characteristics xtfere: regress occasionally, emo­
tional, timid, critical of others, stubborn, negativisitic, self- 
satisfied, fault finding, domineering, and disturbing existing orga­
nization. Since all characteristics on the list are possible behavior 
traits of creative persons, Torrance recommends that all teachers exam­
ine their reasons for feeling the \ < ra .y they do, particularly if it is a 
negative feeling, about pupils with the above characteristics. Torrance 
(1965a, p. 89) states:
It seems rather certain in the light of the concepts of gifted­
ness . . . that teaching gifted children requires the most sen­
sitive and alert kind of guidance and direction possible. It 
requires a most receptive type of listening, seeing, and feel­
ing. The teacher of gifted children should himself be fully 
alive, well educated, curious and excited about learning, and 
free of hostility and the pathological need to punish.
Yamamoto (1969) administered the Ideal Pupil Checklist to ele­
mentary and secondary student teachers along with an instrument to 
determine dogmatism. The student teachers were divided into groups 
of high dogmatism and low dogmatism and the results compared with 
items checked on the IPC. All the high dogmatism subjects checked 
courteous and desire to excel as desirable, and more than 90 per cent 
also checked does work on time, obedient, considerate of others, indus­
trious, and sincere. More than 80 per cent of the high dogmatism group 
checked unwilling to accept others, haughty, self-satisfied, disturbs 
class organization and negativisitic as undesirable characteristics.
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In contrast, no adjective received unanimous choice as desir 
able by the low dogmatism group, however, more than 90 per cent chos 
does work on time, industrious, remembers well, and curious as desir 
able. No words concerning good social relations were found in this 
list. The low dogmatism group checked disturbs class organization 
unanimously and also selected unwilling to accept others, negativis- 
tic, and fault-finding as undesirable.
Coopersmith (1967, p. 238), in a study of mothers and their
sons, found that individuals with high self-esteem who are reared
under strongly structured conditions, "tend to be more, rather than
less, independent and more creative . . . than persons reared under
more open and permissive conditions." Hell (1964, p. 15) expands
the understanding of the role of permissiveness:
Also relevant are the misconceptions about permissiveness 
that have filtered through home and school alike. One 
concerns the failure to differentiate between the emotional 
and behavioral aspects - permissiveness is interpreted as 
accepting the child’s behavior instead of accepting his 
feelings and guiding his behavior.
A second misconception about permissiveness is that of 
regarding it as a "technique," as something one learns to 
do, like tying one's shoelaces, and using it when neces­
sary. Genuine permissiveness flows from the individual’s 




This chapter dealt with the description of the sample, with the 
procedures and instruments used in the collection of the data and with 
the statistical treatment of the data.
Research. Population
The research population was selected from teachers attending 
inservice workshops in Great Falls, Montana during the 1971-72 and 
1972-73 school years. These teachers were participating in a project 
designed to give teachers more help in guiding the efforts of the 
creative and talented child. At the time of this study the project 
had just completed its second year of operation of a three year pro­
gram and had been funded during the years 1971-73 by the United 
States Office of Education under the Elementary and Secondary Edu­
cation Act, Title III, Section 306, P.L. 89-10, as amended. The 
name of the project was the Program for Advanced Children's Educa­
tion (PACE).
The stated overall project objectives of PACE were as follows 
(Findley, 1971):
1. a three-year longitudinal study of pilot and control 
groups of primary, intermediate and junior high school 
youngsters identified as having.creative potential;
2. a three-year study of their teachers;




4. an emphasis on recognition and development of the individ­
ual child's potential in a wider variety of human abilities.
The first year's objectives were to:
1 . develop identification procedures;
2 . assess factors that inhibit individualization;
3. inaugurate parent education sessions;
4. develop a plan and schedule for communication.
The second year's objectives' were to:
1 . post - test the pilot grade children in the second, fifth 
and seventh grades of the pilot and control schools;
2 . provide and evaluate in-service training for control 
teachers and teachers newly incorporated into the project;
3. evaluate changes occurring as a result of strategies 
developed to deal with administrative, structural and 
organization problems defined in the first year;
4. develop ten additional resource center rooms in the pilot 
schools during the fall quarter.
The third year's objectives were as follows:
In the third year the program can begin expanding into non­
pilot schools. By the end of the third year the program 
will be operating in all grades, one through twelve. Hope­
fully, it then will be extended throughout the district.
The director for the PACE project was Dr. W. L. Bindley, the 
program coordinator was Dr. G. C. Camp, Jr., both from the Great Falls, 
Montana Public School system. Dr. Frank E. Williams served as consul­
tant. The Bureau of Educational Research and Services, University of 
North Dakota served as auditors of the project.
The data used in the writer's study involved the instruments 
used to pre-test the pilot-study teachers participating in inservice 
workshops during the school years 1971-73. Data were available on 
160 teachers who completed both the Sixteen Personality Factor Ques­
tionnaire (16PF) and the Tennessee Self Concept Scale (TSC). Of these 
160 teachers, 136 completed the What Kind of Person Are You? Test (WKP), 
and 71 completed the Ideal Pupil Checklist (IPC) . Teachers from grades
one, three, and five participated in the inservice workshops in 1971-72
54
and teachers from grades two, four and six participated in the inserv­
ice workshops in 1972-73. Almost all the elementary school teachers 
participated in the inservice workshops.
Sources of Data
The sources of the data used in this study were the following:
1. Teachers participating in inservice workshops were pre­
tested prior to each school year (1971-72, 1972-73) 
workshop.
2. Administration of the Sixteen Personality Factor Question­
naire to the workshop participants in the fall of 1971 and 
the fall of 1972.
3. Administration of the Tennessee Self Concept Scale to work­
shop participants in the fall of 1971 and the fall of 1972.
4. Administration of the What Kind of Person Are You? Test to 
workshop participants in the fall of 1971 and the fall of 
1972.
5. Administration of the Ideal Pupil Checklist to workshop 
participants in the fall of 1972.
Instruments
The instruments used in this study were the Sixteen Personality 
Factor Questionnaire (16PF), the Tennessee Self Concept Scale (TSC), the 
What Kind of Person Are You? Test (WKP), and the Ideal Pupil Checklist 
(IPC).
The Sixteen Personality Factor Questionnaire (16PF) is a test 
especially designed to gather information about personality traits in 
a limited period of time. Form A of the 1SPF measures 16 factors of
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personality through responses to a 187 item questionnaire. Cattell,
Eber, and Tatsuoka (1970, p. 13) describe the test as folloxjs:
. . . the 16PF is not a questionnaire composed of arbitrary 
scales, but consists of scales carefully oriented and groomed 
to basic concepts in human personality structure research.
Its publication was undertaken to meet the demand of research 
psychologists for a personality - measuring instrument duly 
validated with respect to the primary personality factors, 
and rooted in basic concepts in general psychology.
Scoring procedures to secure the 16 sub-scores (primary person­
ality traits) were used in this study. The symbols A, B, C, E, F, G,
H, I, L, M, N, 0, Op, C>2 , Q3 , and are frequently used to refer to 
the 16 factors. The following descriptions are given by Cattell and 
Butcher (1968, p. 56) for the bi-polar factors (Table 1):
TABLE 1
LIST OF PERSONALITY TRAITS MEASURED BY THE 16PF TEST
Trait designation
by letter Title of Trait
A Affectothymia versus Sizothymia
B General Intelligence versus Mental Defect
C Emotional Stability or Ego Strength versus Dissatisfied 
Emotionality
E Dominance or Ascendance versus Submission
F Surgency versus Desurgency ("Enthusiasm" versus "Melancholy")
G Superego Strength versus Lack of Internal Standard 
H C"Adventurous" versus "Timid"). Technical name: Parmia versus
Threctia
I Protected Emotional Sensitivity versus Tough Maturity.
Technical name: Permsia versus Harria 
L Protension versus Alaxia ("Suspecting" versus "Accepting")
M Autia (Autistic Temperament) versus Practical Concernedness 
N Sophistication versus Rough Simplicity (or "Shrewdness" versus 
"Naiyete")
0 Guilt-Proneness. versus Confident Adequacy ("Insecure" versus 
"Confident"
Qq Radicalism versus Conservatism
C>2 Self-Sufficiency versus Lack of Resolution
0.3 Strong Self - Sentiment versus Weak Self-Sentiment
Q4 High Ergic Tension versus Low Ergic Tension
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Cattell (1957) provides simpler, popularly descriptive labels 
for these technical terms (Table 2) as follows:
TABLE 2
POPULARLY DESCRIPTIVE LABELS FOR THE 16PF FACTORS
Traits (positive scores) Factor Traits (negative scores)
Reserved, detached, critical, 
cool
Less intelligent, concrete­
thinking, lower scholastic 
mental capacity
Affected by feelings, emotion­
ally less stable, easily upset, 
lower ego strength
Humble, mild, accommodating, 
conforming, submissiveness
Sober, prudent, serious, 
taciturn, desurgency
Expedient, evades rules, feels 
few obligations, weaker super­
ego strength




Trusting, adaptable, free of 
jealousy, easy to get on with
Practical, careful conventional, 
regulated by external realities, 
proper
Forthright, natural, artless, 
sentimental
A Outgoing, warmhearted, easy­
going, participating
B More intelligent, abstract­
thinking, bright, higher 
scholastic mental capacity
C Emotionally stable, faces






lively, gay, enthusiastic, 
surgency
G Conscientious, persevering,
staid, rule-bound, stronger 
super ego strength






M Imaginative, wrapped up in
inner urgencies, careless of 
practical matters, Bohemian




Traits (positive scores) Factor Traits (negative scores)
Placid, self-assured, confident, 
serene, untroubled adequacy
N Apprehensive, worrying, 
depressive, troubled, guilt 
proneness
Conservative, respecting 
established ideas, tolerant 
of traditional difficulties, 
conservatism
Qi Experimenting, critical, liberal, analytical, free- 
thinking, radicalism
Group-dependent, a "j oiner" 
and sound follower, group 
adherence
Q2 Self-sufficient, prefers own decisions, resourceful, self 
sufficiency
Undisciplined self-conflict, 
follows own urges, careless 
of protocol, low integration
Q3 Controlled, socially- precise, following self- 
image, high self-concept 
control
Relaxed, tranquil, torpid, 
unfrustrated Q4
Tense, frustrated, driven, 
overwrought
Reliability coefficients were obtained by Cattell using a sample 
of 450 young male adults on the Forms A and B combined. Estimates of 
the values for the reliability coefficients for Form A only, which are 
summarized in Table 3, were obtained by applying the reductive Spearman- 
Brown formula to the results obtained by Cattell.
These reliability coefficients are supported by similar reports 
in the literature (Henjum, 1966). Fischer (1956) determined reliability 
for the factor measurements varying from .4 to .6 by determining equiva­
lence correlation coefficients between forms A and B. He judged these 













A .82 L .63
B .75 M .79
C .87 N . 65
E .83 0 .74
F .72 Qi .55
G .74 Q2 .65H .71 Q3 .61I .61 Q4 .79
The validity of the 16PF has been established by several methods
A method for establishing validity I(construct validity) was reported
(Cattell, 1957) from the known loadings of the Items. Mean validity
estimates for the A and B forms of the test are shotm in Table 4 below.
TABLE 4
VALIDITIES ESTIMATED FROM FACTOR LOADINGS —
16PF FORMS A AND B COMBINED
16PF Split-Half 16PF Split-Half
Factor Coefficients Factor Coefficients
A .88 L .89
B ,80 M .74
C .76 N .73
E .82 0 .91
F .91 Qi .74
G .85 Q2 .81
K .96 Q3 .92I .84 Q4 .96
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Validity may also be calculated as the principal square root of 
the reliability coefficients if items have no relation to each other 
aside from their common factor. Validity loadings calculated by this 
method range from .74 to .94.
The nature of Cattell's test is such that it has been selected 
as the principal instrument for measuring personality characteristics 
in many studies. Fischer (1956) summarized the many reviews that have 
been written on the quality of the 16PF by describing it as the best 
test of personality thus far developed to meet the stringent require­
ments of psychologists. Getzeis and Jackson (1963, pp. 553-554) 
describe the 16PF Test as follows:
. . . The instrument has at least two specific advantages 
(aside from purely technical considerations). First, by 
providing scores on factors that are not purely evaluative 
(i.e., psychologically "good" or "bad"), the test encour­
ages the use of hypotheses that are more sophisticated than 
those linking "adjustment - maladjustment" or some such 
dichotomous variable to the complex phenomena of teaching 
and of teaching effectiveness. Second, the instrument 
derives from an extensive program of both theoretical and 
empirical work carried out by Cattell and his associates 
over a number of years. . . . The resulting body of con­
cepts and findings would seem of considerable heuristic 
value for investigators intending to use the 16PF Test 
for studies of teacher personality.
William H. Fitts began the developmental work on the Tennessee 
Self Concept Scale with the Tennessee Department of Mental Health in 
1955. The original purpose \ < r a s to develop a research instrument that 
might contribute to the difficult criterion problem in mental health 
research. In the original development of the scale the first step was 
to compile a large pool of self descriptive items. The original pool 
of items was derived from a number of other self concept measures.
Items were derived also from written self descriptions of patients and 
nonpatients. After considerable study, a phenomenological system was
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developed for classifying items on the basis of what they themselves 
were saying. This evolved into the two-dimensional, 3 x 5  scheme.
The scale includes 100 self descriptive statements which the subject 
uses to portray his own picture of himself.
The subscales of the Tennessee Self Concept Scale used in this
study are as follows (Fitts, 1965, pp. 2-3):
The Self Criticism Score (SC). This scale is composed of 10 
items [These items have been taken from the L-scale of the 
Minnesota Multiphasic Personality Inventory (1.951), Copyright 
1943, the University of Minnesota], These are all mildly 
derogatory statements that most people admit as being true of 
them. Individuals who deny most of these statements most often 
are being defensive and making a deliberate effort to present a 
favorable picture of themselves. High scores generally indi­
cate a normal, healthy openness and capacity for self-criticism. 
Extremely high scores (above the 99t:h percentile) indicate that 
the Individual may be lacking in defenses and may in fact be 
pathologically undefended. Low scores indicate defensiveness, 
and suggest that the Positive Scores are probably artificially 
elevated by this defensiveness.
Row 1 .[Positive] Score - Identity. These are the "what I am" 
items. Here the individual is describing his basic identity - 
what he is as he sees himself.
Row 2 JPositive] Score - Self Satisfaction. This score comes 
from those items where the individual describes how he feels 
about the self he perceives. In general this score reflects 
the level of self satisfaction or self acceptance. An individ­
ual may have very high scores on Row 1 and Row 3 yet still score 
low on Row 2 because of the very high standards and expectations 
for himself. Or vice versa, he may have a low opinion of him­
self as indicated by the Row 1 and Row 3 Scores yet still have 
a high Self Satisfaction Score on Row 2. The sub-scores are 
therefore best interpreted in comparison with each other and 
with the Total P Score.
Row 3 [Positive] Score - Behavior. This score comes from those 
items that say "this is what I eta, or this is the way I act."
Thus this score measures the individual’s perception of his own 
behavior or the way he functions.
Column A - Physical Self. Here the individual is presenting his 
view of his body, his state of health, his physical appearance, 
skills, and sexuality.
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Column B - Moral-Ethical Self. This score describes the self 
from a moral-ethical frame of reference— moral worth, relation­
ship to God, feelings of being a "good" or "bad" person, and 
satisfaction with one's religion or lack of it.
Column C - Personal Self. This score reflects the individual's 
sense of personal worth, his feeling of adequacy as a person 
and his evaluation of his personality apart from his body or 
his relationships to others.
Column D - Family Self. This score reflects one's feelings of 
adequacy, worth, and value as a family member. It refers to 
the individual's perceptions of self in reference to his closest 
and most immediate circle of associates.
Column E - Social Self. This is another "self as perceived in 
relation to other" category but pertains to "others" in a more 
general way. It reflects the person's sense of adequacy and 
worth in his social interaction with other people in general.
Manual or computer scoring of the scale is available. Manual 
scoring is facilitated by carbon paper registering the responses 
directly on the score sheet.
The response scale numbers for negative items have all been 
reversed on the Score Sheet in order to permit a simple, 
unified scoring system. By this system a person xtfho says 
completely false to a negative item obtains a high score 
just as he does when he says completely true to a positive 
item. Thus high scores uniformly mean positive self 
description (Fitts, 1965, p. 6).
In regard to norms, Fitts (1965, p. 13) states:
The standardization group from which the norms xtfere developed 
was a broad sample of 626 people. The sample included people 
from various parts of the country, and age ranges from 12 to 
6 8. There were approximately equal numbers of both sexes, 
both Negro and white subjects, representatives of all social, 
economic, and intellectual levels and educational levels from 
6th grade through the Ph.D. degree. Subjects were obtained 
from high school and college classes, employers at state 
institutions and various other sources.
Fitts (1965, p. 14) reports the normative data for all major 
scares of both forms. Listed below are the means and standard devia­
tions for the Counseling Form which was used in this study. The scores 
marked with an asterisk were considered in the statistical analysis of
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data. The reliability data included in Table 5 were based on test- 
retest with 60 college students over a two-week period.
TABLE 5
MEANS, STANDARD DEVIATIONS, AND RELIABILITY COEFFICIENTS OF THE 




*Self-Criticism 35.44 6.70 .75
Total Positive 345.57 30.70 .92
*Row 1 127.10 9.96 .91
*Row 2 103.67 13.79 .88
-Row 3 115.01 1 1 . 2 2 .88
^Column A 71.78 7.67 .87
-'Column B 70.33 8.70 .80
^Column C 64.55 7.41 .85
*Column D 70.83 8.43 .89
*Column E 68.14 7.86 .90
Total Variability 48.53 12.42 .67
*Column Total V. 29.03 9.12 .73
*Row Total V. 19.60 5.76 .60
*D 120.44 24.19 .89
Considered in the statistical analysis of the data
Fitts (1965) claims content validity in the 3 x 5  classification 
system of the Scale. An item was retained in the Scale only if there 
was unanimous agreement by the seven clinical psychologists employed as 
judges to classify the items. Fitts (1965, p. 17) states, "Thus we may 
assume that the categories used in the Scale are logically meaningful 
and publicly communicable."
The What Kind of Person Are You? Test was originally designed by 
Torrance (Torrance and Khatema, 1970a, p. 1) "to devise materials for a 
course on creative ways of teaching that would not only obtain personal 
student involvement but also aid in the communication of research
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results, which made up the content of the course . . . "  He was also 
interested "in developing for research purposes a brief, easily admin­
istered and scored test that could be used to classify adults for 
experimental groupings, and that x</ould have relationship to measures 
of creative thinking abilities."
Torrance and Khatena (1970a, p. 2) state:
. . . the What Kind of Person Are You? Test is based upon the 
rationale that the individual has a psychological self, whose 
structures have incorporated creative and non-creative ways 
of behaving, and it is the purpose of this test to present 
verbal stimuli to trigger those sub-selves that would suggest 
an index of the individual’s disposition to function in crea­
tive ways.
The items for the test were derived from a survey made by 
Torrance (1962) of empirical studies on creative persons. This survey 
resulted in a listing of 84 characteristics that had been found in over 
fifty studies, purposed to differentiate between creative and less crea­
tive individuals in some field of endeavor. Later he reduced the list 
to 66 characteristics, using them in a variety of studies concerning 
the concepts of teachers and parents regarding what characteristics 
should be encouraged or discouraged in working with children and young 
people. These characteristics were rated by a panel of ten advanced 
research students of creative personality who ranked them from one to 
66 (Torrance, 1965b).
Torrance and Khatena (1970a, pp. 2-3) state:
Items for the What Kind of Person Are You? Test were then con­
structed by pairing characteristics of differing ranks and 
arranging them in a forced-choice format. In all, fifty such 
items were constructed for the instrument. . . .  In some cases, 
the item calls for a choice between two socially undesirable 
characteristics. Similarly, there are items that call for 
choices between two characteristics that differentiate between 
creative and relatively non-creative people in a positive 
direction or in a negative direction.
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Torrance and Khatana (1970a) and Torrance (1971) report a test 
re-test reliability coefficient of .91 after a one x<reek interval between 
the first and second administration of the test. They also cite test 
re-test reliability derived in later testing. The reliability coef­
ficients ranged from .97 to .71 with .97 for a re-test on the same day, 
.71 for a time interval of one week, and .73 for a time interval of one 
month between the first and second administration of the test.
Torrance and Khatena (1970a, 1970b) claim construct validity 
of the What Kind of Person Are You? Test when it is compared to high 
score patterns of Experimental Orientation, Intuitive Orientation, and 
Resistance to Social Pressure; and low scores on Rules Orientation, 
Planfulness (Need for Structure), and Passive Conformity of the Run­
ner Studies of Attitude Patterns. The 48 students for whom results 
were available were divided into High, Moderate, and Low "Creative 
Orientations" on the basis of these criteria with mean scores on the 
What Kind of Person Are You? Test. An analysis of variance yielded 
an F-ratio of 9.47 (p<.01).
Another group of 101 students was divided into High, Moderate, 
and Low groups on the basis of scores on the What Kind of Person Are 
You? Test and compared on the basis of scores on each of the scales 
of the Runner Studies of Attitude Patterns. F-ratios exceeding 
p <.01 were found for the Scales Experimental; Rules, Tradition; and 
Plan, Structure. Torrance and Khatena (1970a, p. 6), conclude, "It 
would appear from these results that high Experimental, low Rules 
and Planfulness (need for structure) are most critical to the per­
sonality syndrome differentiated by the What Kind of Person Are You?
Test.
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Torrance used two tests of originality for the purpose of deter­
mining concurrent validity: Sounds and Images (Cunnington and Torrance, 
1965), Onomatopoeia and Images (Khatena, 1969). Torrance and Khatena 
(1970a, pp. 7-8) state:
One group of 41 St. Paul teachers enrolled in a workshop on 
creative teaching at the University of Minnesota was admin­
istered both the What Kind of Person Are You? Test and Form 
I of Sounds and Images. A product moment correlation coef­
ficient of .75 (p <701, two-tailed test) was found for the 
two measures. When the What Kind of Person Are You? Test 
and Form II of Sounds and Images were administered to a group 
of 58 Music Majors at East Carolina University in Greenville,
North Carolina, a product-moment correlation coefficient of 
.26 (p <.05, two-tailed test) \ r a s obtained.
A second group of subjects between 58 and 67 students drawn 
from several Educational Psychology classes at East Carolina 
University were given the What Kind of Person Are You? Test 
and Form I and II of Onomatopoeia and Images. Product-moment 
correlation coefficients of .48 and .37 (p <.01, two-tailed 
test) between the two measures were found.
Forty-seven students enrolled in a Group Dynamics class at the 
University of Minnesota were asked to write an imaginative and creative 
story (Torrance, 1964a) describing the interaction between three animate 
objects. The stories were scored for originality on a previously devel­
oped set of scales. Torrance and Khatena (1970a, p. 8) report, "A 
product-moment correlation coefficient of .73 (p <.01, two-tailed 
test) was computed between originality scores of the imaginative 
story and the What Kind of Person Are You? Test."
Scores of 123 graduate students enrolled in a class on Creative 
Ways of Teaching on the Provocative Questions Test and the What Kind of 
Person Are You? Test produced a validity coefficient of .60 (p <.01) 
(Torrance and Khatena, 1970a).
Norms for elementary school teachers were obtained in Bibb 
County (Macon), Georgia; Berkeley, California; St. Paul, Minnesota;
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and Daytona Beach, Florida. The number of teachers, means, and stan­
dard deviations are listed in Table 6 (Torrance and Khatena, 1970a,
p. ID-
TABLE 6
GROUP NORMS FOR WHAT KIND OF PERSON ARE YOU? TEST
Elementary School Teachers Numb er Means S.D.
Bibb County (Macon), Georgia 418 2 1 . 6 6 . 6 8
Berkeley, Calif., U of Calif. 175 35.7 7.59
St. Paul, Minn. 40 33.3 7.09
Daytona Beach, Fla. 27 34.3 7.07
The Ideal Pupil Checklist by E. Paul Torrance (1967) is a check­
list of child behavior characteristics which are encouraged or discour­
aged by teachers and parents. Torrance (1965b, p. 264) states that:
The underlying theoretical rationale developed through work 
xvith the Ideal Pupil and Ideal Child Checklist supports the 
idea that creative people need creative handling, whether in 
the classroom, home, or factory. Executives who cannot 
tolerate the independent spirit should not try to supervise 
the work of creative people. Usually, they will create prob­
lems thereby rather than increase productive creativity.
Similarly, the teacher who cannot tolerate the independent 
spirit in children will have difficulty in guiding the 
learning of the highly creative child.
In developing this instrument Torrance (1965b, 1967) used more 
than fifty empirical studies which identify highly creative and less 
creative individuals. In all of these studies, individuals identified 
as being highly creative on some criterion or creative behavior were 
contrasted x>rith comparable individuals on personality measures derived 
from traditional tests such as the Thematic Apperception Test, the 
Minnesota Multiphasic Personality Inventory, the Rorschach Ink Blots,
and others. The first checklist derived from these studies consisted
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of eighty-four characteristics. The list was reduced to sixty charac­
teristics and then "healthy" and "physically strong" were added for 
reference purposes. This basic checklist is included in both the 
Ideal Pupil Checklist and the Ideal Child Checklist and the instruc­
tions are essentially the same.
According to Torrance (1965b, p. 222) the general instructions
for rating the characteristics on the checklist are:
Check each of the characteristics listed on this page which 
would describe the kind of person you would like to see the 
children you teach become. Doublecheck the five character­
istics which you consider undesirable and which should be 
discouraged or punished.
For any sample or subject, rankings can be obtained by weighting the 
responses of the subjects in the following manner:
1. Two points for each doublecheck (especially encourage)
2. One point for each single check (encourage)
3. Zero points for each unmarked response (neither 
encourage or discourage)
4. Minus one point for each line drawn through a response 
(discourage)
Later forms of the checklist, such as the one used In this study, per­
mit an unlimited number of doublechecks. A Q-sort method can also be 
used with the later forms, but the preceding method has the advantage 
of being easy to administer in a short period of time to either an 
individual or a group.
In order to obtain at least a tentative standard against which 
sets of group ratings could be compared Torrance (1965b) compiled an 
"Expert Creative Personality Q-Sort." The statements in the Ideal 
Pupil Checklist were transformed into a Q-sort and rated by a panel 
of ten judges. All of the judges had had advanced■graduate courses
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in personality theory and all of them had been serious students of the 
creative personality for at least one year. The ratings of the ten 
experts were combined and converted into a composite Q-sort by adding 
the ratings received by each item, ranking the items on the basis of 
these values and then placing them into the original Q-sort distribu­
tion.
The checklist has subsequently been administered to teachers 
and parents in the United States and in several other countries. Sev­
eral comparisons have been made among these groups and also with the 
original panel of judges. Torrance (1963, p. 221) reports:
We have results from 650 teachers in ten different states 
(Minnesota, Wisconsin, Illinois, Michigan, California,
Georgia, Florida, Mississippi, Nebraska, and Hawaii) and 
six countries outside the United States (Canada, Australia,
Germany, Western Samoa, India, and the Philippines). The 
rank-order coefficients of correlation among the various 
localities within the United States is very high (around 
.95). This means that teachers in Minnesota have essen­
tially the same concepts of the Ideal pupil as their col­
leagues in Wisconsin, California, Georgia, and Mississippi.
Torrance (1965b) reported rank-order correlation coefficients with the 
original panel of .51 for 264 New York area teachers, .42 for 583 
United States teachers, and .42 for 257 Minneapolis-St. Paul parents.
He also reported correlations between .30 and .47 for teachers in the 
Philippines, Greece, India, and Germany when compared with the origi­
nal panel of judges. The United States sample of 583 teachers from 
Wisconsin, Minnesota, Illinois, Michigan, California, Georgia, Florida, 
Nebraska, and Mississippi correlated .95 with the New York area sample 
and the subsamples correlated .93 or higher.
In a cooperative research project for the United States Office 
of Education, Torrance (1971) reported rank-order coefficients of cor­
relation between the rankings of a comparison group of teachers and a
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larger group of United States teachers. The comparison group was from 
a suburb of Minneapolis and correlated .96 with the 1,512 United States 
teachers. Similar relationships were also found between the comparison 
group of teachers and teachers in specified areas of the United States. 
For example, a rank-order coefficient of correlation of .94 was obtained 
xtfhen compared with a sample of teachers in Sacramento, California and 
.98 when compared with a sample of teachers in Georgia. Raina and 
Raina (1971) reported a rank-order coefficient of correlation between 
100 teacher-educators in India and 1,512 United States teachers of .76.
The above findings suggest that there is a great deal of common­
ality between the values of teacher groups throughout the United States 
and a moderate amount with teachers in other countries. Torrance and 
others have used the checklist to make cross cultural comparisons of 
the pupil or child behavior characteristics desired by parents and 
teachers. As an outcome of these comparisons, he suggests that teach­
ers examine critically their values and ask if the way they encourage 
and discourage various personality characteristics is in harmony with 
the development of the child's potentiality.
Statistical Treatment
Research question number one, teacher personality factors and 
teacher self concept dimensions, was treated statistically through the 
use of canonical and zero order correlations. The canonical correla­
tion technique was used to determine the relationships of the factors 
in the Sixteen Personality Factor Questionnaire to the subscales of 
the Tennessee Self Concept Scale. Canonical correlation is a statis­
tical technique used to determine the interrelationships between two
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sets, of variables; in this case, between the sixteen personality fac­
tors and twelve self concept subscales. Bemis and Cooper (1967, p. 
74) pointed out:
Canonical correlation, it should be recalled, is essentially 
two things combined: factor analysis and correlation. Fac­
tor analyses are made of the two sets of variables [in each 
situation]. These factors are selected so that the correla­
tion coefficients between sets of factors are at a minimum.
The regrouping of scores into the canonical factors is accom­
panied by weights for each score or factor, similar to the 
more familiar beta weights resulting from multiple correla­
tion analysis. The interpretation is similar, too: high 
canonical coefficients attach to those variables which con­
tribute more to the correlation, and low canonical coef­
ficients suggest that a variable is not involved in the 
prediction.
Research questions two and three were treated statistically 
through the use of multiple regression analysis.
In reporting the results of the statistical analysis, the .05 
leyel was noted; but where levels of significance were greater than 
.0 1, the . 0 1 level was noted.
CHAPTER IV
ANALYSIS OF THE DATA
This study was undertaken to investigate the relationship of 
teacher personality factors and measures of teacher self concept and 
creativity. The findings were presented in the order of the research 
questions listed in Chapter I.
The subjects for this study were 160 elementary school teach­
ers participating in in-service xrorkshops sponsored by a "Program for 
Advanced Children's Education" (PACE) project funded by Title III dur­
ing the school years 1971-72 and 1972-73.
The canonical correlation technique xjas used to analyze 
research question number one. Multiple regression analysis was used 
to treat research questions two and three. For the purpose of test­
ing significance the .05 alpha was chosen a priori. The researcher 
also reported . 0 1 significance levels.
Analysis of the Relationship Betx^een Personality 
Factors and Self Concept of Teachers
The personality instrument, the Sixteen Personality Factor 
Questionnaire (16PF) , and the corresponding self concept instrument, 
the Tennessee Self Concept Scale (TSC), were analyzed to determine 
possible relationships betxtfeen personality factors and self concept 
dimensions of teachers.
A correlation matrix was provided for the personality factors 
and the self concept scores shox-ying the inter-correlation of the
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sixteen personality variables and the twelve self concept variables. 
The correlations were Pearson product-moment correlations obtained as 
part of the multivariate analysis.
The means and standard deviations of the personality factors 
derived from the Sixteen Personality Factor Questionnaire were found 
and reported (see Appendix A). The means and standard deviations of 
the sub-scores of the Tennessee Self Concept Scale were found and 
reported (see Appendix B).
To test the hypothesis of the relationship between the Sixteen 
Personality Factor Questionnaire and the Tennessee Self Concept Scale, 
canonical correlations between the sixteen personality factors (16PF) 
and the twelve self concept sub-scores (TSC) were computed. Prior to 
the canonical comparisons, Pearson product-moment correlations between 
the sixteen personality factors (16PF) were determined and reported 
(see Appendix C). Pearson product-moment correlations between the 
twelve self concept sub-scores (TSC) were determined and reported 
(see Appendix D).
Pearson product-moment correlations between the sixteen per­
sonality factor variables (16PF) and the twelve self concept variables 
(TSC) were determined and reported (see Appendix E). To test the sig­
nificance of the relationship between the sixteen personality factors 
(16PF) and the twelve self concept dimensions (TSC), canonical corre­
lations were calculated. The test of significance of the canonical 
roots was performed and presented in Table 7. As evidenced in the 
table, five canonical roots were significant, three at the . 0 1 sig­
nificance level (p = <.001, <.001, .002) and two at the .05 signifi­
cance level (p = .016, .023). The canonical products of the
TABLE 7
TEST OF SIGNIFICANCE OF THE CANONICAL ROOTS - SIXTEEN PERSONALITY FACTOR 
QUESTIONNAIRE AND THE TENNESSEE SELF CONCEPT SCALE (N=160)
1 2 3 4 5 6 7 8 9 10 1 1 12
Roots .644 .458 .283 .228 .205 .161 .099 .083 .034 - .022 .017 .005
Chi Square 150.360 88.935 48.333 37.612 33.459 25.592 15.148 12.527 5.039 3.223 2.516 .686
Degree of 27.000 25.000 23.000 2 1 .000' 19.000 17.000 15.000 13.000 1 1 . 0 0 0 9.000 7.000 5.000
Freedom
Probability <.0 01 <.001 .002 .016 .023 .085 .442 .514 .929 .954 .925 .982
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five significant canonical roots for the personality factors x̂ ere deter­
mined and reported (see Appendix F).
The canonical products of the five significant canonical roots 
for the self-concept dimensions Xtfere determined and reported (see 
Appendix G).
To perform the analysis of the data, each significant person­
ality factor canonical root was ranked x/ith its corresponding signifi­
cant self concept dimensions canonical root. Factor loadings exceed­
ing + .400 were interpreted as indicating a high relationship. Factor 
loadings exceeding + .300 were interpreted as indicating a relationship, 
though to a lesser degree.
The first canonical root (Table 8) showed a high relationship 
betxreen the personality factors of 0-, Apprehensive (-.542); F, Sober 
(.497); and H, Shy (.443) (16PF) and high self concept scores on Behav­
ior (.419) and Self Satisfaction (.540) (TSC). Other variables which 
appear to correlate, though to a lesser degree, x̂ ere E-, Assertive 
(-.310) (16PF) and high Identity (.380) but lox<r Moral - Ethical self 
concept (-.311) (TSC). This x-rould indicate that the x-rorrying desurgent, 
restrained, dominant teacher xirould be satisfied with how he sees him­
self, his behavior and his basic identity, but perhaps not satisfied 
with how he perceives his moral worth.
The second canonical root (Table 9) showed a high relationship 
between the personality factors F-, Happy-Go-Lucky (-.655) and C, 
Affected by Feeling (.447) (16PF) and the self concept subscore of low 
Self Satisfaction (-.510) (TSC). Other variables xdxich appear to cor­
relate, though to a lesser degree,are the personality factors O^, 
Undisciplined Self-Conflict (.304) and Q^, Conservative (.325) (16PF)
TABLE 8
RANKED STANDARD CANONICAL PRODUCTS - FIRST CANONICAL ROOT
Canonical Canonical
Personality Factors Product Self Concept Product
0 Self-Assured - Apprehensive 
E Submissive - Assertive
-.542
-.310 Moral - Ethical Self -.311
Relaxed - Tense -.250 Personal Self -.280
B Less Intelligent - More Intelligent -.082 Physical Self -.280
A Reserved - Warmhearted -.077 Family Self -.261
M Practical - Imaginative -.047 Social Self -.258
G Expedient - Conscientious -.041 Column Variability -.014
Q-j_ Conservative - Experimenting .022 Distribution - . 0 1 1
L Trusting - Suspicious .040 Self Criticism -.008
I Tough-Minded - Tender-Minded .041 Row Variability .002
N Forthright - Shrewd .123
Q2 Group-Dependent - Self-Sufficient .138
C Affected by Feelings - Emotionally Stable .155
Q3 Undisciplined Self-Conflict - Controlled .158
Identity .380
H Shy - Venturesome .443 Behavior .419
F Sober - Happy-Go-Lucky .497 Self Satisfaction .540
TABLE 9
RANKED STANDARD CANONICAL PRODUCTS - SECOND CANONICAL ROOT
Canonical Canonical
Personality Factors Product Self Concept Product
F Sober - Happy-Go-Lucky -.655
Self Satisfaction -.510
Identity -.378
E Submissive - Assertive -.187 Behavior -.240
H Shy - Venturesome -.183 Social Self -.178
G Expedient - Conscientious -.159 Self Criticism -.136
0 Self-Assured -- Apprehensive -.086 Column Variability -.072
B Less Intelligent - More Intelligent -.080 Row Variability .060
M Practical - Imaginative -.052 Physical Self , 246
N Forthright - Shrewd .014 Distribution .287
Q4 Relaxed - Tense .020
L Trusting - Suspicious .072
Qo Group-Dependent - Self-Sufficient .077
I Tough-Minded - Tender-Minded .124
A Reserved - Warmhearted .190
Q3 Undisciplined Self Conflict - Controlled .304 Family Self .306
Qj_ Conservative - Experimenting .325 Moral-Ethical Self .320
Personal Self .376
C Affected by Feeling - Emotionally Stable .447
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and the self concept subscores of low Identity (-.378) but reasonably 
high Family Self (.306), Moral - Ethical Self (.320) and Personal Self 
(.376) (TSC). It would appear that the surgent, emotionally less sta­
ble, less integrated teacher, though respecting established ideas, would 
not be satisfied with himself and have low feelings about his basic 
identity, yet, feel good about his personal worth, his relationships 
with others, his moral worth, and have feelings of adequacy as a 
family member.
The third canonical root (Table 10) showed a high relationship 
between the personality factors G-, Conscientious (-.612) and , 
Undisciplined Self-Conflict (.426) (16PF) and the self concept sub­
scores of high Self Satisfaction (.560) and Behavior (.408) (TSC).
Other variables which appear to correlate, though to a lesser degree, 
were the self concept subscores high Identity (.341) and low Social 
Self (-.315) and Moral - Ethical Self (-.305) (TSC). It would appear 
that the conscientious though low integrated teacher would be satis­
fied with, his perception of himself, his basic identity, and the way 
he behaves. Ha would not be satisfied with his social interaction 
with other people nor his moral worth.
The fourth canonical root (Table 11) showed a high relationship 
between the personality factors 0-, Apprehensive (-.528) and Q^, Relaxed 
(.658) (16PF) and the self concept subscores of low Self-Satisfaction 
(-.581) and Behavior (-.400) (TSC). Another variable Xtfhich appears to 
correlate, though to a lesser degree, was the self concept subscore of 
low Identity (-.326), (TSC). It would appear that the worrying though 
tranquil teacher has low self acceptance, does not like the way he 
functions and does not feel good about his basic identity.
TABLE 10
RANKED STANDARD CANONICAL PRODUCTS - THIRD CANONICAL ROOT
Personality Factors
Canonical Canonical
Product Self Concept Product
G Expedient - Conscientious
I Tough-Minded - Tender-Minded 
H Shy - Venturesome 
N Forthright - Shrewd 
L Trusting - Suspicious 
Q2 Group-Dependent - Self-Sufficient 
M Practical - Imaginative 
A Reserved - Warmhearted 
Q]_ Conservative - Experimenting 
F Sober - Happy-Go-Lucky 
B Less Intelligent - More Intelligent 
0 Self-Assured - Apprehensive 
E Submissive - Assertive 
Q4 Relaxed - Tense
C Affected by Feeling - Emotionally Stable




-.226 Physical Self -.278
-.173 Personal Self -.259
-.150 Family Self -.255
-.134 Distribution -.017
-.053 Row Variability - . 0 0 1
.022 Column Variability .019


















0 Self Assured - Apprehensive -.528 Self Satisfaction -.581
Behavior -.400
Identity -.326
M Practical - Imagination -.218
G Expedient - Conscientious -.190
E Submissive - Assertive -.189
N Forthright - Shrewd -.082
Q]_ Conservative - Experimenting -.075 Column Variability -.036
B Less Intelligent - More Intelligent -.056 Row Variability .004
H Shy - "Venturesome -.049 Self Criticism .013
Q2 Group-Dependent - Self-Sufficient -.048 Distribution .032
F Sober - Happy-Go-Lucky .030 Physical Self .269
Q3 Undisciplined Self-Conflict - Controlled .068 Family Self .273
C Affected by Feeling - Emotionally Stable . 1 2 0 Personal Self .277
A Reserved - Warmhearted .143 Moral-Ethical Self .290
L Trusting - Suspicious .179 Social Self .294
I Tough-Minded - Tender-Minded .277
Q4 Relaxed - Tense .658
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The fifth canonical root (Table 12) showed a high relationship 
between the personality factor B-, More Intelligent (-.411) and H, Shy 
(.506) (16PF) and the self concept subscores of low Behavior (-.494) 
and Identity (-.443) (TSC). Other variables which appear to correlate, 
though to a lesser degree, were the personality factors E-, Assertive 
(-.371) and I, Tough-Minded (.328) (16PF) and the self concept subscores 
of low Self-Satisfaction (-.341) and high Family Self (.352), Social Self 
(.346) and Moral - Ethical Self (.332) (TSC). It would appear that the 
brighter, restrained, independent and self-reliant teacher feels good 
about his moral worth, his social interaction with other people, and 
his value as a family member but is not pleased with his perception 
of how he functions, his basic identity, or his self acceptance.
Analysis of the Relationship Between Personality 
Factors and Creativity of Teachers
The personality instrument, the Sixteen Personality Factor Ques­
tionnaire (16PF), and a creativity test, the What Kind of Person Are You? 
Test (WKP), were analyzed to determine possible relationships between 
personality factors and creativity of teachers. A multiple regression 
analysis was employed to compare the personality factors to the crea­
tivity score.
The means and standard deviations of the personality factors 
derived from the Sixteen Personality Factor Questionnaire and the mean 
and standard deviation of the creativity dimension of the What Kind of 
Person Are You? Test were found and reported (see Appendix H).
Pearson product-moment correlations of the sixteen personality
factors (16PF) and the creativity score (WKP) were reported in Table 13.
TABLE 12
RANKED STANDARD CANONICAL PRODUCTS - FIFTH CANONICAL ROOT
Canonical Canonical
Personality Factors Product Self Concept Product
Behavior -.494
B Less Intelligent - More Intelligent -.411 Identity -.443
E Submissive - Assertive -.371 Self Satisfaction -.341
G Expedient - Conscientious -.273
F Sober - Happy-Go-Lucky -.163
A Reserved - Warmhearted -.132 Row Variability -.106
N Forthright - Shrewd - . 1 0 0 Self Criticism .009
O3 Undisciplined Self-Conflict - Controlled -.091 Distribution .093
0*1 Groun-Denendent - Self Sufficient -.069 Column Variability . 1 0 0
C Affected by Feelings - Emotionally Stable .00 1 Physical Self .128
L Trusting - Suspicious .098 Personal Self ,208
Relaxed - Tense .126
Conservative - Experimenting .173
0 Self-Assured - Apprehensive .227
M Practical - Imaginative .284
I Tough-Minded - Tender-Minded .328 Moral-Ethical Self .332
Social Self .346
Family Self .352





CORRELATIONS BETWEEN PERSONALITY FACTORS (16PF) AND TEACHER 
CREATIVITY (WKP) (N=136)
Personality Factors R
A Reserved - Warmhearted -.073
B Less Intelligent - More Intelligent .048
C Affected by Feelings - Emotionally Stable .018
E Submissive - Assertive .335a
F Sober - Happy-Go-Lucky .055
G Expedient - Conscientious -.238b
H Shy - Venturesome .159
I Tough-Minded - Tender-Minded - . 0 0 0
L Trusting - Suspicious .080
M Practical - Imaginative .322a
N Forthright - Shrewd -.239b
0 Self-Assured - Apprehensive -.233b
Q-̂  Conservative - Experimenting .445a
Q2 Group-Dependent - Self-Sufficient . 245a
Undisciplined Self-Conflict - Controlled -.213b
Relaxed - Tense .000
Significance level > . 0 1  
^Significance level >.05
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The value of x _ needed for significance at the .05 level was .185. The 
value of jr needed for significance at the .01 level was .242.
Eight personality factors (16PF) were found to be significantly 
related to teacher creativity (WKP). The personality factors G-, Con­
scientious; N-, Shrewd; 0-, Apprehensive; and Q3-, Controlled, produced 
Pearson product-moment correlations of -.238, -.239, -.233, and -.213, 
respectively, and were found to be significant at the .05 level. The 
personality factors E, Submissive; M, Practical; Q^, Conservative; and 
Q2 , Group-Dependent, produced Pearson product-moment correlations of 
.335, .322, .445, and .245, respectively, and were found to be signifi­
cant at the . 0 1 level.
This would indicate that those teachers who score high, on crea­
tive thinking abilities as measured by the What Kind of Person Are You? 
Test tend to be submissive rather than assertive, practical rather than 
imaginative, conservative rather than experimenting, and group-dependent 
rather than self-sufficient, as well as conscientious rather than expe­
dient, shrextfd rather than forthright, apprehensiye rather than self- 
assured, and controlled rather than undisciplined when compared to 
their teacher peers.
Analysis of the Relationship Between Personality 
Factors and the Ideal Pupil Checklist
The personality instrument, the Sixteen Personality Factor Ques­
tionnaire (16PF), and the teacher's ideal pupil test, the Ideal Pupil
*
Checklist (IPC), were analyzed to determine possible relationships 
between personality factors and the kind of pupil desired by teach­
ers. A multiple regression analysis was employed to compare the per­
sonality factors to the ideal pupil score.
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The means and standard deviations of the personality factors 
derived from the Sixteen Personality Factor Questionnaire and the mean 
and standard deviation of the ideal pupil scores from the Ideal Pupil 
Checklist were found and reported (see Appendix I).
Pearson product-moment correlations of the sixteen personality 
factors (16PF) and the ideal pupil score (IPC) were reported in Table 
14. The value of r_ needed for significance at the .05 level was .229. 
Only one personality factor reached this level. The personality factor, 
Q^, Conservative, produced a Pearson product moment correlation of .252 
This would indicate that those teachers scoring high on teacher toler­
ance of the creative pupil would be significantly more conservative, 
rather than experimenting, than their teacher peers. No other person­
ality factors (16PF) were significantly related to high scores on the 
ideal pupil test (IPC).
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TABLE 14
CORRELATIONS BETWEEN PERSONALITY FACTORS (16PF) AND TEACHER 
PERCEPTION OF THE IDEAL CHILD (IPC) (N=71)
Personality Factors R
A Reserved - Warmhearted -.138
B Less Intelligent - More Intelligent .0 1 2
C Affected by Feeling - Emotionally Stable .061
E Submissive - Assertive .104
F Sober - Happy-Go-Lucky - . 0 2 2
G Expedient - Conscientious -.057
H Shy - Venturesome -.059
I Tough-Minded - Tender-Minded .040
L Trusting - Suspicious -.057
M Practical - Imaginative .074
N Forthright - Shrewd -.013
0 Self-Assured - Apprehensive -.103
Ql Conservative - Experimenting . 252a
Q2 Group-Dependent - Self-Sufficient -.048
Q3 Undisciplined Self-Conflict - Controlled .018
Q4 Relaxed - Tense -.194
aSignificance level >.05
CHAPTER V
SUMMARY, SYNTHESIS, AND RECOMMENDATIONS 
Summary
The purpose of this study was to investigate the relationship 
of teacher personality factors and dimensions of teacher self concept 
and creativity. The related research also examined the effects of 
teacher personality, self concept, and creativity on students.
The study was conducted in the Great Palls, Montana Public 
Schools with teachers attending in-service xrorkshops during the fall 
of the 1971-72 and the fall of the 1972-73 school years.
The following three research questions were proposed and tested 
in this study:
1. Are there significant relationships between teacher per­
sonality factors and teacher self concept?
2. Are there significant relationships between teacher per­
sonality factors and teacher creativity?
3. Are there significant relationships between teacher per­
sonality factors and teacher perception of the ideal pupil?
The subjects of the study included in the analysis of data con­
sisted of 160 elementary school teachers.
Teacher personality was measured by Porm A of the Sixteen Per­
sonality Pactor Questionnaire (16PF). The 16PF, designed by Cattell, 
provides sixteen sub-scores (primary personality traits) as follows:
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A, reserved - warmhearted; B, less intelligent - more intelligent; C, 
affected by feelings - emotionally stable; E, submissive - assertive;
F, sober - happy-go-lucky; G, expedient - conscientious; If, shy - 
venturesome; I, tough-minded - tender-minded; L, trusting - suspicious;
M, practical - imaginative; N, forthright - shrewd; 0, self-assured - 
apprehensive; Qls conservative - experimenting; Q2 , group-dependent - 
self-sufficient; Q3 , undisciplined self-conflict - controlled; Q^, 
relaxed - tense.
Teacher self concept was measured by the Tennessee Self Concept 
Scale developed by Fitts. The sub-scales used in this study included: 
self criticism, identity, self-satisfaction, behavior, physical self, 
moral-ethical self, personal self, family self, and social self, as 
well as variability and distribution scores.
Teacher creativity was measured with Torrance's What Kind of 
Person Are You? Test (WKP). The instrument provides a single score 
representing the degree of creative thinking abilities.
Teacher perception of the ideal pupil was measured by Torrance's 
Ideal Pupil Checklist (IPC). The instrument provides a single score 
representing the degree to which one can tolerate the independent spirit 
of creative children.
The statistical procedures used in this study included the canon­
ical correlation technique and multiple correlation analysis. The .05 
and .0 1 significance levels were used in the interpretation and evalua­
tion of the findings.
1. Research question one, relating the sixteen personality fac­
tors of the 16PF to twelve sub-scores of the self concept measure (TSC), 
was treated statistically with the use of canonical correlation. Five
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teacher personality-teacher self concept behavior patterns were iden­
tified, each of which could account for a different teacher personality. 
A summary of the results X7as reported beloxxr:
a. The apprehensive, sober, shy, and somewhat assertive 
teacher would be satisfied Xtfith how he sees himself, his 
behavior and his basic identity. He would not be satis­
fied with how he perceives his moral worth..
b. The happy-go-lucky, affected by feeling, less integrated, 
yet conservative teacher would not be satisfied with him­
self and have 10X7 feeling about his basic identity, yet, 
feel good about his personal worth, his relationships 
with others, his moral x7orth, and have feelings of ade­
quacy as a family member.
c. The conscientious though less integrated teacher would be 
satisfied with his perception of himself, his basic iden­
tity, and the way he behaves, though not with his social 
interaction X7ith other people and his moral worth.
d. The apprehensive though tranquil teacher has low self 
acceptance, does not like the way he functions and does 
not feel good about his basic identity.
e. The more intelligent, shy, assertive, and tough-minded 
teacher feels good about his moral worth, his social 
interaction xdLth other people, and his value as a family 
member but is not pleased with his perception of how he 
functions,. his basic identity , or self acceptance.
2. Research question two, relating the sixteen personality fac­
tors of the 16PF to the creative thinking abilities (WKP) of teachers,
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was treated statistically with the use of multiple correlation analysis.
A summary of the results was reported below:
a. It would appear that those teachers who score high on 
creative thinking abilities tend to be more submissive, 
practical, conservative, group-dependent, conscientious, 
shrewd, apprehensive, and controlled than their teacher 
peers.
3. Research question three, relating the sixteen personality fac­
tors of the 16PF to teacher perception of the ideal pupil (IPC), was 
treated statistically with the use of multiple correlation analysis. A 
summary of the results was reported below:
a. It would appear that those teachers xjho score high on 
teacher tolerance of the creative pupil would be more 
conservative than their teaching peers.
Relationship of Present Study 
to Research
Teacher Personality as Related to Teacher Self Concept. Nearly 
all theorists and researchers consider a high self concept to be an 
important personality aspect of teachers. Rogers (1958), Coopersmith 
and Silverman (1969), Snygg and Combs (1949), Combs and Snygg (1959),
Combs (1962, 1965, 1971), Hamachek (1969), and others theorize about 
the importance of a good teacher self concept as a positive influence 
on students and/or the attitudinal climate of the classroom.
The similarities of teacher's and pupil's personalities as 
found by Amotora (1954), Gillis (1964), and others and the similarities 
of teacher's and pupil's self concept as reported by Omwake (1954),
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Davidson and Lang (I960), Brooltover, Thomas, and Paterson (1964), and 
Edeburn (1973), give reason to support the theorists' view.
Teachers with a high self concept were found to have a posi­
tive effect on student cognitive growth (Aspy, 1969), to tend to talk, 
less and use more indirect teaching behavior (Seidman, 1969), and to 
have a higher success in student teaching (Hatfield, 1961).
The only study which may appear to contradict the above studies 
was done by Perkins (1958) . He found that teachers xvho are less accept 
ing of self and others are more accurate and insightful in their per­
ceptions of others' self concepts than teachers who are more accepting 
of self and others. The meaning of the study is puzzling— perhaps it 
means nothing, as the research overwhelmingly supports the positive 
teacher self concept as a positive influence on pupils and learning.
Coopersmith (1967) observes that parents with high self-esteem 
who have definite values, and a clear idea of what they regard as appro 
priate behavior, and who are able and willing to present and enforce 
their belief— are more likely to rear children who value themselves 
highly.
How does theory and research relate to the personality-self 
concept patterns which emerged in the present study?
The apprehensive, sober, shy, and somewhat assertive teacher 
personality pattern found in the first canonical root does not fit 
theory or most research concepts of the effective teacher; however, 
the related self concept dimensions of satisfaction with how he sees 
himself, his behavior, and his basic identity, even though not satis­
fied with how he perceives his moral worth, appear to indicate an ade­
quate self concept. The writer sees these individuals as the
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stereotyped, traditional teachers who control all functions of the class­
room but may effectively direct the learning of most students, partic­
ularly those who need a controlled atmosphere in which to work.
The happy-go-lucky, affected by feeling, less integrated, yet 
conservative teacher personality pattern found in the second canonical 
root appears to the writer to be a teacher who may have a less orderly 
room but appeals to students that are able to work on their own. This 
teacher feels good about his personal xtforth, his relationships with 
others, his moral worth, and adequacy as a family member. His dis­
satisfaction with himself and low feelings about his basic identity 
may reflect his inability to play the stereotyped role he sees of a 
teacher.
The conscientious though less integrated teacher personality 
pattern found in the third canonical root appears to the writer to be 
an individual who wants to do a good job but may not always feel in 
control of what he does. He appears, however, to be satisfied with 
himself, his basic identity, and the way he behaves. He is not 
pleased with his social interaction with others or his moral worth.
The apprehensive though tranquil teacher personality pattern 
found in the fourth canonical root appears to the writer to be a wor­
ried, perhaps depressed individual who does not do anything about his 
situation. These characteristics coupled with low self acceptance, 
dislike of the. way he functions, and dislike of his basic identity 
would certainly not place him as an effective teacher according to 
any theory or research encountered by this writer in the literature.
The more intelligent, shy, assertive, and tough-minded teacher 
personality pattern found in the fifth canonical root appears to the
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writer to be closer to (though not exactly) the theorist's and research­
er's concept of the effective teacher than the other four patterns. This 
teacher is brighter, independent, self-reliant, though restrained. He 
is satisfied with his moral worth, social interactions with other people, 
and his value as a family member. He is not pleased with how he func­
tions, his basic identity, dr his self acceptance. This could be inter­
preted as a reaction to the high standards he sets for himself.
Teacher Personality as Related to Teacher Creativity. Theoreti­
cally, the creative teacher appears to fit better the definition of 
being a person than producing products. Maslox-r (1971) implies that the 
self-actualizing teacher may be the creative teacher. Rogers (1959) 
expresses the concept of the fully-functioning person as the creative 
person. Perhaps Anderson's 0-959) description of creativity as crea­
tivity in human relations best summarizes the theoretical view of the 
creative teacher.
The extensive studies of Torrance (.1962) indicate that creative 
teachers are highly sensitive, resourceful, flexible, and willing to 
get off the beaten track. Zimmerman and Williams (1971) found that 
innovative teachers were significantly more imaginative, more assertive, 
more venturesome, and less tense than non-innovative teachers. Though 
not statistically significant, they found that innovators tend to be 
more controlled, more self-sufficient, more experimenting, more emo­
tionally stable, and less apprehensive than non-innovators.
Teachers with strong creative motivations were found by Torrance 
(1964b) to effect significant gains in their pupil's creative writing. 
Highly creative teachers studied by Yamamota (1963) significantly 
affected social adjustment and total adjustment of their pupils.
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There was a significant interaction between teacher creativity and pupil 
creativity on arithmetic skills and also a second-order interaction 
among teacher creativity, pupil creativity, and pupil sex on personal 
adjustment.
Turner and Denny (1969) report that teachers characterized as 
Ttfarm, spontaneous and child-centered obtain greater positive changes in 
pupil creativity. Teachers having a high degree of organization were 
found to have a negative effect on pupil creativity.
A study by Coopersmith (1967), though, done with mothers and 
sons, somewhat contradicts these findings. He states that individuals 
with high self-esteem who are reared under strongly structured condi­
tions tend to be more independent and creative. Perhaps, as suggested 
earlier, the structure enhances the self concept, which in turn promotes 
creativity.
The personality factors (16PF) found in the present study which 
correlate significantly with creative thinking abilities of teachers 
(WKP) were Submissive, Practical, Conservative, Group-Dependent, Con­
scientious, Shrewd, Apprehensive, and Controlled. Though certainly not 
exactly, this personality pattern reminds the present writer of the 
self-controlled teacher found in the Heil (1964) and Heil and Washburne 
(1961, 1962) studies. They found that the self-controlled teacher pro­
duced significant grox^th in achievement and friendliness with the larg­
est percentage of students as opposed to the self-accepting or self- 
effacing teacher. They described the self-accepting teacher, however, 
as the most creative, or perhaps, rather, as producing the most crea­
tive atmosphere in the classroom while the self-controlled teacher was
not particularly creative or found to produce creative results in his 
pupils.
Though, the present research does not appear to he in concert 
with theory and research studies of the effective teacher of gifted 
students it does support a few research studies associated with, 
teacher effectiveness in general.
Teacher Personality as Related t:o Teacher Perception of the 
Creative Pupil. Few research, studies have been directed specifically 
to the problem of what kind of teacher works most effectively with 
creative children. McNary (1967) found that the teacher most effec­
tive in producing change in divergent thinking of gifted students was 
emotionally mature, energetic, persistent, friendly, and without a 
crystallized pattern for attaining social approval. The teacher who 
appeared to have most significantly influenced growth of gifted stu­
dents in convergent thinking was submissive, dependent, cheerful, alert, 
not a staunch guardian of morals and manners, and had a natural warmth 
and liking for people. Similar results are reported in other studies.
A comparatively larger number of studies were addressed to the 
kind of student that teachers like to have in their classroom. For 
example, Torrance (1963a) found that the ten characteristics of pupils 
most valued by the teachers were: being considerate of others, inde­
pendence in thinking, determination, industrious, sense of humor, 
curiosity, sincere, courteous, promptness, and self-starters. The 
ten most frequently punished or discouraged characteristics were: 
regresses occasionally, emotional, timid, critical of others, stub­
born, negativistic, self-satisfied, fault finding, domineering, and 
disturbing existing organization. Since all 62 characteristics
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listed in Torrance's Ideal Pupil Checklist (including the ten most fre­
quently punished or discouraged characteristics) are possible behavior 
traits of creative persons, he feels that the teacher of gifted chil­
dren should be fully alive, well educated, curious and excited about 
learning, and free of hostility and the pathological need to punish.
Feshback (.1969) found that student teachers rate more highly 
students exhibiting behaviors associated with control, caution, and 
conformity. These characteristics are not likely to be on the usual 
list of the qualities of the creative pupil or person.
In the present study, the only teacher personality factor 
found to correlate significantly with high teacher tolerance of the 
creative child was the trait, Conservative. Cattell (1957) further 
describes this factor as respecting established ideas and tolerance 
of traditional difficulties. Though this finding does not support 
the literature surveyed for this study, perhaps it can be theorized 
that the conservative teacher realizes that her responsibility is 
to teach all children and can, at least on paper, report a tolerance 
for a wide variety of pupil behavior.
Synthesis
In this study three general, popular theories were examined.
The literature strongly supports the theory that a teacher should be 
a good person; that whatever personality traits are normal or good 
for the general population, a teacher will exhibit more. Another 
theory relates to teacher self concept and its effect on students.
A teacher with a good self concept should, theoretically, be more 
accepting of others and, therefore, be a more positive influence on
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students. The third theory considered in this study was that in order 
for a teacher to accept and encourage a creative child, he, too, must 
be creative.
Another interesting question, directly or indirectly, explored 
in this study was teacher variability and the effects of varying teacher 
personality patterns on students. For 50 years or more the literature 
has proposed that this area of teacher effectiveness be researched more 
thoroughly.
The Theory of the Teacher 
as a Good Person
Theorists unanimously support the concept that a good teacher 
is a good person. Research studies indicate that a good teacher is 
usually warm, friendly, sociable, emotionally stable, cheerful, sympa­
thetic, empathic, has a sense of humor, and so on. Study after study 
identified these as descriptors of teacher personality, particularly 
the elementary school level research surveyed in this study. The pos­
sibility of using a personality test or inventory as a screening device 
for prospective elementary teachers seems tenable; an accompanying coun­
seling program appears in order, since personality is amenable to change 
and could be directed toward the traits discussed above.
The Theory of Teacher 
Self Concept Effects
Theorists support the premise that a high or healthy self con­
cept is necessary in working with other people and, specifically, a good 
self concept is necessary for a teacher working with children. The sig­
nificant relationship found in the few research studies in this area, 
between teacher and pupil self concept, support this theory. The
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studies, though few in number, which find a significant relationship 
between teacher self concept and positive pupil growth or other mea­
sures of teacher effectiveness, also strengthen it.
The research in the present study does not relate directly to 
this theory, however, the identification of the five significant 
teacher personality - self concept patterns allows the writer to theo­
rize that personality and self concept of teachers are interrelated. 
Perhaps further study with other populations will reveal that the per­
sonality traits of effective teachers proposed by theorists are sig­
nificantly and positively related to high self concept.
The Theory that a Creative Teacher 
is Needed for the Creative Pupil
The concept that a creative teacher is needed for the creative 
pupil is firmly, even though sparsely, supported by theory and research. 
The problem appears to be in the definition of the creative teacher.
Is the creative teacher someone who scores high on creative thinking 
abilities, or someone who possesses the personality qualities usually 
associated with a creative teacher, or some other definition? Is the 
creative teacher someone who is creative in his own right or someone 
who produces creativity in his pupils?
The present research suggests that the creative thinking teacher 
does not possess the personality traits usually theorized as belonging 
to the creative teacher. The personality factors of the creative think­
ing teacher are more nearly like MacKinnon's (I960) description of the 
truly original and creative person (deliberate, reserved, industrious, 
and thorough) than the personality traits (imaginative, assertive, ven­
turesome, and relaxed) often theorized as necessary for a creative 
teacher or the teacher of creative children.
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This study also found that the teacher most receptive of the 
qualities often associated with gifted children was more conservative 
than his teacher peers. This finding, too, more nearly supports Mac­
Kinnon's study of the creative person than teacher creativity theory.
It would appear to this writer that further study in this area 
is imperative. The exclusion of characteristics usually associated 
with creative teachers may be, after all, just a function of semantics 
or loose definitions.
Teacher Variability
Theoretically all teachers should have a good personality. 
Numerous research studies have shown, especially at the elementary 
school level, that certain personal qualities or personality traits 
are often found in effective teachers that are not found in ineffec­
tive teachers.
Although this study was not focused primarily on teacher 
variability, several teacher personalit}1, patterns relating to this 
topic were identified. The theoretical assumption was made that the 
teacher who scored high on a test of creative thinking abilities 
would be a more creative teacher. This writer found that the per­
sonality factors which correlated significantly with the creativity 
test suggested that the creative teacher was submissive, practical, 
conservative, group-dependent, conscientious, shrewd, apprehensive, 
and controlled. These qualities are quite different from the theo­
retical picture of the creative teacher. Nevertheless, It is a pat­
tern that should be examined and further tested as a possible model
for the selection of a creative teacher.
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Another assumption was made that a teacher who is more tolerant 
of the wide variety of pupil behavior sometimes found in creative chil­
dren would be the most effective teacher of creative pupils. The per­
sonality factor found to correlate significantly with tolerance for 
creative pupils was the trait, conservative. This is not in agreement 
with theory, either, but, if after further research, this relationship 
continues to be found, perhaps the teacher who works best with the wid­
est variety of pupil behavior can better be identified.
Five significant teacher personality-self concept patterns were 
identified. The specific patterns themselves may not be as important 
as the fact that significant patterns did emerge in the study. Further 
investigation of the effect of various teacher personality-teacher self 
concept patterns are needed as well as investigation in other popula­
tions for other patterns.
Recommendations
Based on the findings of this study, relating teacher person­
ality factors to dimensions of teacher self concept, teacher creativity, 
and teacher perception of the ideal child, this writer offers the fol­
lowing recommendations for further research:
1. Theorists unanimously support the concept of the self- 
actualizing, the fully functioning, the "good" personality as a pre­
requisite for the effective teacher. The research reviewed for this 
study generally supports this tenet, particularly in the elementary 
school. Continued research, along the line of the Heil and Washburne 
(1962) study, designed with a more theoretical and psychological con­
struct, seems advisable. The question of teacher variability and its
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effects is not yet completely answered; however, the evidence strongly 
supports the concept that some children learn more effectively from 
teachers with certain personality patterns.
2. The theoretical construct of the relationship between 
teacher self concept and pupil self concept should be further explored. 
The effect of the five significant teacher personality-teacher self 
concept patterns identified in this research should be examined. Other 
patterns may exist in other populations., Further statistical manipula­
tion of the present writer's data may produce personality factor corre­
lates with over-all high and/or low teacher self concept in a different 
research design.
3. Replication of this writer's research on the creative 
teacher appears to be in order. The findings of this study do not 
support the theoretical construct of the personality of creative 
teachers but tend to support research associated with creative per­
sons in other fields. Nor does the study support the theoretical 
concept of the teacher who is more tolerant of creative pupils. The 
teacher most accepting of students was conservative. These conclu­
sions require further confirmation on the basis of classroom obser­
vation. Exploration of these findings on the basis of new design 
and constructs is also recommended.
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MEANS AND STANDARD DEVIATIONS - SIXTEEN PERSONALITY FACTOR 
QUESTIONNAIRE (N=160)
Personality Factors Mean SD
A Reserved - Warmhearted 10.338 3.280
B Less Intelligent - More Intelligent 8.525 1.768
C Affected by Feelings - Emotionally Stable 16.125 3.967
E Submissive - Assertive 10.638 4.909
F Sober - Happy-Go-Lucky 14.181 5.157
G Expedient - Conscientious 13.156 3.370
H Shy - Venturesome 12.544 6.219
I Tough-Minded - Tender-Minded 12.838 3.478
L Trusting - Suspicious 6.856 2.962
M Practical - Imaginative 13.250 3.712
N Forthright - Shrewd 10.119 3.057
0 Self-Assured - Apprehensive 10.388 3.431
Qi Conservative - Experimenting 7.663 3.417
Q2 Group-Dependent - Self-Sufficient 10.081 3.929
Q3 Undisciplined Self Conflict - Controlled 12.438 3.045
Q4 Relaxed - Tense 14.488 4.451
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MEANS AND STANDARD DEVIATIONS - TENNESSEE SELF CONCEPT SCALE
(N=160)
Personality Factors Mean SD
Self Criticism 36.581 5.743
Identity 130.800 8.818
Self Satisfaction 114.700 13.360
Behavior 118.681 9.885
Physical Self 71.625 6.877
Moral - Ethical Self 75.425 7.358
Personal Self 68.844 7.199
Family Self 76.256 6.477
Social Self 72.019 7.593
Column Variability 24.750 7.436
Row Variability 18.038 6.043
Distribution 128.169 22.485
APPENDIX C
CORRELATION MATRIX OF THE SIXTEEN PERSONALITY FACTOR
QUESTIONNAIRE COMPLETED BY SELECTED TEACHERS
TABLE 17
COERELAIICH KATE.IX 07 THE SIXTEEN PERSOHALITY FACTOR QUESTICJKAIRE COMPLETED BT SELECTED TEACHERS (H-160)
1 2  3 4 5 6 7 8 9 10 U  12 13 14 15 16
A B C K 7 G H I L M  H O  Qj l)2 l)3 ^
A Reserved - Warsfcaarted -.037 .096 .175 .359 .077
B Leas Intelligaat- 
Hor* Intelligent
-.035 -.085 -.115 -.045
C Affected by Feeling - 
Emotionally Stable
.161 .155 -.073
E Subaisalve - Assertive .403 -.203
F Solar - Bappy-Go-Lucky -.051
G Expedient - Conscientious
B Shy - Ventureaosa
I Tough-Kinded -
Tender-Minded
L Trusting - Suspicious
M Practical - Imaginative
H Forthright - Shrewd
0 Self Assured - Apprehensive
Q. Conservative - 
Experimenting 
Q, Group-Dependent - 
Self-Sufficient
Qj Undisciplined Saif Conflict - 
Controlled 
Relaxed -  Tense
.382 .264 .037 .125
O1 - . 1 1 0 ,048 -.381 -.081 1 o In
- .1 0 2 .144 -.051 .015 .098 -.014 -.119 .240 ,096 ,0X5
.350 ■-.017 -.160 .149 -.0 0 0 -.440 .117 -.059 ,171 -.499
.544 -.139 .403 .282 -.421 -.194 ,467 -.052 -.324 .076
.541 -.056 .158 .129 -.231 - .1 4 8 .196 -.352 -.046 ■-.039
.019 .047 .017 -.424 .158 .160 -.280 -.199 .392 .066
-.071 .173 .150 ■-.209 -.372 .313 -.351 .008 -.293
-.087 .061 .258 -.034 -.135 .036 .009 ■-.051
.032 -.265 .186 ,130 .002 -.275 .306
-.227 •-.311 .463 .039 ■-.305 -.102
.043 -.328 .039 .220 -.092






CORRELATION MATRIX OF THE TENNESSEE SELF CONCEPT 
SCALE FOR SELECTED TEACHERS
TABLE 18
CORRELATION MATRIX OE THE TENNESSEE SELF CONCEPT SCALE FOR SELECTED TEACHERS (N=160)
1 2  3 4 5 6 7 8 9 10 1 1 12
Self Criticism -.066 -.162 -.231 -.095 -.261 --.159 -.086 - . 1 0 0 .256 .170 .081
Identity .608 
Self
.671 .686 .573 .692 .708 .671 -.089 -.296 .627
Satisfaction .654 .695 .728 .760 .761 .614 -.627 -.240 .605
Behavior .684 .622 .732 .712 .708 -.377 -.261 .735
Physical Self .418 .605 .600 .515 -.356 -.397 .521
Moral-Ethical .553 .621 .355 -.391 -.054 .536
Self
Personal Self .597 .554 -.441 -.445 .550
Family Self .525 -.386 -.051 .621








CORRELATION MATRIX OF THE SIXTEEN PERSONALITY FACTOR 
QUESTIONNAIRE AND THE TENNESSEE SELF CONCEPT SCALE
FOR SELECTED TEACHERS
TABLE 19
CORRELATION MATRIX OF THE SIXTEEK FttEOHALITT FACTOR QtJSSTICCEUIRE AMD TEB TEUSSSEX 
SELF CONCEPT SCALE FOE SELECTED TEACHERS
1 2 3 4 5 6 7 8 S 10 11 12
Self Saif Bo— Efcy. Ksrel Par. Fasa. Soc. col. Row
16PP Crit. Ideas Sat. h&vior Self Saif Saif Self Self Vsr. Var. Diet
A Reserved - Warmhearted .017 .073 .032 .117 .052 .023 .025 .123 .174 -.138 -.070 .074
B Leas Intelligent - 
Mora Intelligent
.065 -.045 -.061 -.014 .045 -.045 -.024 -.049 -.113 -.003 .079 -.103
C Affected by Feelings - 
Emotionally Stable
-.135 .451 .479 .459 .427 .381 .535 .441 .375 -.228 -.139 .425
E Submissive - Aaesrtive .200 .027 .079 -.044 .038 -.123 .065 -.005 .143 -.055 -.055 - .0 1 0
P Sober - Happy-Go-Lucky .156 .330 .143 .153 .187 -.033 .187 .117 .484 -.017 - .2 2 2 .144
G Expedient - Conscientious -.250 -.016 -.159 -.045 -.007 -.043 -.138 -.143 -.043 -.015 - . 1 1 2 -.143
5 Shy - Venturesoia* -.042 .373 .351 .332 .232 .156 .332 .272 .550 -.209 -.252 .275
i Tcugh-Kindad - 
Tender Minded
- . 1 1 2 .065 .026 .039 -.040 .105 -.044 .132 .038 - .0 2 2 .118 .127
L Trusting - Suspicious .180 - . 1 1 0 -.116 -.158 -.135 -.114 -.198 -.146 -.041 .087 .109 -.077
M Practical - Imaginative .094 .035 .265 .097 .1 2 1 .125 .138 .155 .142 -.170 -.061 .145
N Forthright - Shrewd -.235 .120 .040 .068 .075 .131 .049 .076 -.007 - .0 2 1 .031 .032
0 Self Assured - Apprehensive .140 -.415 -.481 -.592 -.434 -.320 -.482 -.477 -.533 .402 .193 -.438
Qi Conservative - Experimenting .039 .055 .225 .083 .052 .138 .168 .134 .115 -.131 -.072 .088
Qj Group-Dependent - 
Salf-Sufficitnt
.015 -.059 .042 -.007 .055 .024 .006 .026 -.163 -.024 .144 -.009
Q3 Undisciplined Self Conflict - 
Controlled
-.174 .237 .132 .335 .233 .202 .315 .226 .144 -.156 - .2 2 1 .161
Q4 Relaxed - Tensa .394 -.325 -.457 -.490 -.356 -.346 -.458 -.353 -.423 .309 .167 -.299
no
APPENDIX F
STANDARD CANONICAL PRODUCTS FOR THE PERSONALITY FACTORS
112
TABLE 20
STANDARD CANONICAL PRODUCTS FOR THE PERSONALITY FACTORS
Personality Factors 1
Canonical Products 
2 3 4 5
A Reserved - Warmhearted -.077 .190 .033 .143 -.132
B Less Intelligent - 1 o 00 -.080 .160 -.056 -.411
More Intelligent
C Affected by Feelings - .155 .447 .289 .1 2 0 .000
Emotionally Stable
E Submissive - Assertive -.310 -.187 .254 -.189 -.371
F Sober - Happy-Go-Lucky .497 -.655 .114 .030 -.163
G Expedient - Conscientious -.041 -.159 - . 6 1 2 -.190 -.273
H Shy - Venturesome .443 -.183 -.173 -.049 .506
I Tough-Minded - Tender-Minded .041 .124 -.226 .277 .328
L Trusting - Suspicious OO .072 -.134 .179 .098
M Practical - Imaginative -.047 -.052 .022 -.218 .284
N Forthright - Shrewd .123 .014 -.150 -.082 - . 1 0 0
0 Self-Assured - Apprehensive -.542 -.086 .205 -.528 .227
Conservative - Experimenting .022 .325 .079 -.075 .173
Group-Dependent - .138 .077 -.053 -.048 -.069
Self-Sufficient
Qo Undisciplined Self Conflict - .158 .304 . 426 .068 -.091
Controlled
Relaxed - Tense -.250 .020 .288 .658 .126
APPENDIX G
STANDARD CANONICAL PRODUCTS FOR THE SELF CONCEPT DIMENSIONS
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STANDARD CANONICAL PRODUCTS FOR THE SELF CONCEPT DIMENSIONS
TABLE 21
Canonical Products
Self Concept Dimensions 1 2 3 4 5
Self Criticism -.088 -.136 .031 .013 .009
Identity .380 -.378 .341 -.326 -.443
Self Satisfaction .540 -.510 .560 -.581 -.341
Behavior .419 -.240 .408 -.400 -.494
Physical Self -.280 .246 -.278 .269 .128
Moral - Ethical Self -.311 .320 -.305 .290 .332
Personal Self -.280 .376 -.259 .277 .208
Family Self -.261 .306 -.255 .273 .352
Social Self -.258 -.178 -.315 .294 . 346
Column Variability -.014 -.072 .019 -.036 .1 0 0
Row Variability .002 .060 - . 0 0 1 .004 -.106
Distribution - . 0 1 1 .287 -.017 .032 .093
APPENDIX H
MEANS AND STANDARD DEVIATIONS— SIXTEEN PERSONALITY 
FACTOR QUESTIONNAIRE AND WHAT KIND OF PERSON
ARE YOU? TEST
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MEANS AND STANDARD DEVIATIONS— SIXTEEN PERSONALITY FACTOR 
QUESTIONNAIRE AND WHAT KIND OF A PERSON ARE YOU? TEST
(N=136)
TABLE 22
Personality Factors Mean SD
A Reserved - Warmhearted 10.191 3.198
B Less Intelligent - More Intelligent 8.544 1.746
C Affected by Feelings - Emotionally Stable 16.125 4.103
E Submissive - Assertive 9.956 4.490
F Sober - Happy-Go-Lucky 14.096 5.051
G Expedient - Conscientious 13.272 3.201
H Shy - Venturesome 12.015 6.059
I Tough-Minded - Tender-Minded 13.243 3.265
L Trusting - Suspicious 6.721 2.861
M Practical - Imaginative 12.941 3.755
N Forthright - Shrewd 10.404 3.029
0 Self-Assured - Apprehensive 10.588 3.518
Q1 Conservative - Experimenting 7.154 3.270
Q2 Group-Dependent - Self-Sufficient 10.154 4.035
Q3 Undisciplined Self-Conflict -- Controlled 12.566 2.890
Q4 Relaxed - Tense 14.485 4.465
Creativity Test
What Kind of Person Are You? Test 23.221 7.471
APPENDIX I
KEANS AND STANDARD DEVIATIONS— SIXTEEN PERSONALITY 
FACTOR QUESTIONNAIRE AND THE IDEAL PUPIL CHECKLIST
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MEANS Aim STANDARD DEVIATIONS— SIXTEEN PERSONALITY FACTOR 
' QUESTIONNAIRE AND THE IDEAL PUPIL CHECKLIST (N=71)
TABLE 23
Personality Factors Mean SD
A Reserved - Warmhearted 10.099 3.108
B Less Intelligent - More Intelligent 8.549 1.697
C Affected by Feeling - Emotionally Stable 16.099 4.303
E Submissive - Assertive 9.563 3.695
F Sober - Happy-Go-Lucky 14.056 4.570
G Expedient - Conscientious 14.169 2.580
H Shy - Venturesome 12.634 5.795
I Tough-Minded - Tender-Minded 13.423 3.170
L Trusting - Suspicious 6.789 2.952
M Practical - Imaginative 12.183 3.944
N Forthright - Shrewd 10.549 2.650
0 Self-Assured - Apprehensive 11.141 3.432
Qi Conservative - Experimenting 7.197 3.258
Q2 Group-Dependent - Self-Sufficient 9.282 3.851
Q^ Undisciplined Self-Conflict - Controlled 12.817 2.973
^4 Relaxed - Tense 14.1131
4.221
Ideal Pupil
Ideal Pupil Checklist 57.775 13.804
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